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Preface 


In ibis book I continue an endeavor, begun some years ago, to out- 
line an educational philosophy related to contemporaiy necessities 
and possibilities. My position denies the validity of basing education 
on a metaphysical principle or on an abstract social conception. A 
philosophy of education involves the correlation of an ethics with a 
politics: it must be formulated on the basis of a definite pattern of 
values conjoined with a specific system of social and economic insti- 
tutions. In my view the pattern of values which provides the ground 
and the goal of the educational process is found in the historically 
developed culture of the Western world. The philosophy proposed 
reflects a high regard for the social heritage as the reservoir of our 
values. It is at the same time pervaded by the consciousness that we 
are entering a new epoch in civilization— one pregnant with oppor- 
tunities for humane achievements as well as fraught with the possi- 
bility of inemediable catastrophe. 

Although it shuns utopianism, the viewpoint may be called “future- 
centered": it is motivated by the concern that during the emerging 
era the age-long ideals be more consistently and more fully embodied 
in the institutional life than they have been in the past. The hope is 
that the sharp contrast between the spiritual vision and the spotted 
actuality of social life which has hitherto been the mark of Christen- 
dom should be diminished— should be converted from a stark con- 
tradiction to an impelling tension. 

This emphasis on the social aspects of education as reflecting the 
needs and ideals of definite communities docs not imply any depre- 
ciation of the liberal conception of education as the cultivation of 
the mind and the spirit of man. But it is opposed to any definition of 
education solely in terms of personal development— whether con- 
ceived in terms of salvation, self-transcendency self-realization, or. 
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as John Dewey thought of it, a process of growth with no end beyond 
itself. A statement of educational purposes must include the formu- 
lation of definite social aims. Education is never merely in the sendee 
of the good life in general. It must be related to a definite conception 
of a way of life in a particular society. Agreeing that the word 
“democracy” is a fitting designation for the way of social life we 
cherish, it still remains necessary to make clear what we mean by it, 
both as an ethical conception and as a body of social, political, and 
economic institutions related to the conditions and imperatives of 
the present era. 

I take the philosophy of education propounded by John Dewey and 
by W. H. Kilpatrick as a point of departure. Much in the confronta- 
tion of the educational problem as outlined above is in consonance 
with their views, but my emphasis on the importance of clear defi- 
nition of the ends of education indicates a basic difference of orienta- 
tion. The present proposal is an attempt at a revision of the 
experimentalist philosophy— not a rejection, but a reconstruction 
which aims to incorporate its invaluable contributions to modem 
educational thought and practice. 

The discussion is introduced by a review of the major educational 
ideas of Dewey and of Kilpatrick. Besides serving as a basis of crit- 
icism, this exposition, it is hoped, will clarify the experimentalist 
viewpoint and justify it against misinterpretations by opponents who 
misrepresent it, and by the uncritical devotees— its worst enemies— 
who reduce it to absurdity by superficial statements and extravagant 
applications. 

The wntings of Dewey as well as of his followers are properly open 
to some of the major criticisms that have been directed against the 
experimentalist educational philosophy— e.g., that it lays excessive 
emphasis on the role of individual experience, on the function of 
action in validating thought, on the principle of change in social life— 
to the exclusion of countervailing factors. Among the elements that 
weaken the experimentalist philosophy is its failure to realize the 
Significance of formulation, its underestimation of the part that clear 
ideas, definite principles, firm convictions, play in the intellectual and 
moral life. Another is the underemphasis on history and the cultural 
heritage as the source of values. 

This deficiency is characteristic of experimentalist doctrine despite 
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the fact that Dewey's writings contain fine passages on the debt we 
owe the past. The experimentalists’ diffidence toward formulation 
creates a reluctance also to envisage definite solutions of social prob- 
lems even when these would seem to be in harmony with democratic 
principles and with observable trends. The experimentalist philosophy 
is better adapted for criticism of existing conditions than for positive 
programs of action. It is open to the charge that it fails to induce the 
decisiveness needed in periods of crisis and more generally that it fails 
to offer adequate guidance in the sphere of personal life. 

My deviation from the usual experimentalist position involves a 
change from a biological-social interpretation which emphasizes the 
process of personal development to an historical-cultural approach 
which places institutional achievements and the enduring ideals of 
civilization at the center of consideration. This difference in orienta- 
tion will have significant effects on the educational program and on 
the method and content of the curriculum. However, my proposed 
position is not irreconcilable with the Dewey philosophy. In its em- 
phasis on the political and economic involvements of education, my 
own view may be regarded as an extension— necessitated by the con- 
temporary situation— of the experimentalist concern with the social 
aspects of education. 

Other differences are personal. I confess to a leaning toward the 
notion that man possesses a sixth sense— I would call it the power of 
imagination rather than the power of reason— by means of which we 
form and apprehend ideas but little related to personal overt experi- 
ence. Ideas may be initially stimulated by, or subsequently chastened 
by, experience— but are not necessarily derived from individual expe- 
rience. Ideas have a constructive creative power; they change the 
quality of experience; they serve to direct conduct against the dictates 
of habitual experience. _ 

Another difference concerns the significance of the inner life. The 
experimentalist inteipets self-realization wholly or mainly in terms of 
active participation in the works of society. We cannot fully realize 
ourselves in the activities of the social life. As soon as we step info the 
public view we curtail our true selves — fend to conceal the best part 
as well as the worst part of the self. The full self needs an invitation 
to the soul— through loafing, through contemplation, through prayer 
even though this be occasional; through listening to music and the 
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quiet enjoyment of works of art; and most of all, through continuous 
study and re-study of the great masterpieces of literature. To cultivate 
the garden of mind and spirit to the exclusion of onefe obligations to 
one’s kindred and feHowxnen is rightly regarded as culpable self- 
indulgence. But granted that we have responsibly fulfilled our duties, 
it is essential to the restoration and ascent of the soul that it be led 
beside the still waters. 

Something of the body-mind dualism of the sense of struggle be- 
tween spirit and matter, characteristic of traditional philosophy and 
of religion, adheres to my conception of man’s condition. But I do 
not think of the struggle as due to man’s original sinfulness. Rather 
it is due to his superiority in being endowed with the power to see 
visions and conceive ideals— a power at odds with a recalcitrant 
nature, with that part of his own nature inevitably rooted in animal 
background, and with the nature of the material world in which he 
lives. Faith remains in the ultimate victory of the Power of Light over 
the forces of darkness, but any complacent belief in an inevitable 
evolutionary' progress is a delusion. 

Tiie better world we hope for can be achieved only through devo- 
tion to a clearly conceived ideal and through the persevering effort 
to embody it in the institutions of society. 


I am greatly indebted to OrdwayTcad foihis painstaking reading of 
the manuscript. I gained much from our exchange of thought as we 
discussed our agreements and disagreements. His penetrating crit- 
icisms alwajv friendly— led me to do considerable rewriting. He was 
hard on me, and I am grateful. 


New York Crfy 
Mcrch 3, 1957 


1. B. Beeesoh 



INTRODUCTION 


THE NEED OF A POSITIVE EDUCATIONAL PHILOSOPHY 


It was natural and inevitable that in an age 
of great individualism there should hare 
been an unparalleled demand for education, 
and that talented educators should have 
arisen to fulfil it. But it was inevitable also 
that that generation should have come to 
see that, more than any other, it lacked the 
greatest of all educational forces; rich as it 
was in talents, it had not the most precious 
and most necessary gift, an ideal toward 
which to direct them. 

— Webster /aecek on the Sophists 

Paideia : The I deals of Greek Culture 



THE NEED OF A POSITIVE 
EDUCATIONAL PHILOSOPHY 


Ak outstanding change in current American educational 
thought is the reaction against neutralism. Underlying the contem- 
porary conflict of educational theory is a recognition of the need of 
a definite philosophical basis for education, of clearly formulated aims 
resting on accepted or acceptable principles. 

Educational theory was dominated for a considerable period by the 
conception that education is a continuous process of growth "with no 
end beyond itself.” The conception found its ultimate support in the 
instrumentalist pragmatism of John Dewey, better known as the 
philosophy of experimentalism. More directly, however, the version 
of experimentalism which came to prevail in the field of education 
derived its pattern and owed its widespread acceptance to the teach- 
ing of William H. Kilpatrick. For a score of years between the two 
w’orld wars. Teachers College of Columbia University became the 
educational mecca of America. From all parts of the United States— 
indeed, from all parts of the world where there were stirrings of new 
forces— students flocked to learn of the educational ideas of America’s 
leading philosopher as creatively interpreted and concretely applied 
to the work of the school by America's celebrated teacher of education. 

Sharing with experimentalism the position of leadership on the 
educational frontier was the "progressive school” movement with 
which Professor Kilpatrick became closely identified. Progressive edu- 
cation, of course; antedates both Dewey and Kilpatrick, although 
both have contributed greatly to its development. As generally under- 
stood, it traces back to the romantic naturalism of Jean Jacques 
Rousseau. The immediate European forerunner was Friedrich Froc- 
3 



, THE IDEAL AND THE COMMUNITY 

4 

bel, a mystic who united a great affection for children with a profound 
love of nature, seeing in all things and persons a revelation of divinity. 
In the United States, the initiation of progressive education may he 
attributed to Francis Wayland Father. He, too, was inspired by con- 
fidence in man and in nature, by faith in the potentialities of the 
child and in the developmental possibilities of education. A democrat 
and individualist in the good old American sense he was a noncon- 
formist, opposed to all that was fixed and finished. Progressive 
education still preserves the influence of trust in nature, the child- 
centered outlook, and the humanitarian sentiment of the earlier 
period. In recent years, as it absorbed the Dewey-KUpa trick educa- 
tional philosophy, progressive education has placed main emphasis on 
critical intelligence, on group cooperation and on concern with con- 
crete social problems. 


As a result of the fusion of the older forms of progressive education 
and the experimentalist philosophy, a conception has emerged which 
deprecates the formulation of objective aims which do not arise 
directly out of the educative process. In accordance with the expe- 
rimental ist-progressivist view, every educative activity must at each 
moment of learning be based on the needs and interests of the 
learners themselves. Education is to be related as closely as possible 
to actual life activities; it must be ‘life itself,” not a preparation for 
life. Initiative, creativity, and independent thinking are to be fostered 
along with a spirit of cooperation and a sense of responsibility to 
others. Permeating the whole view aie the concepts of process and 
change: life is a “constantly growing, changing, developing affair.” An 
education related to life will thus require a continuous readjustment 
to a changing situation. Consideration of the factor of change, it is 
held, is specially important today in our era of transition and crisis. 
In fine, the aim of education is stated in terms of a never-ending 
development of the personality within an ever-changing social scene. 

These positive concepts involve negations. The exaltation of process 
and change leads to a rejection of anything that savors of “fixed ends/’ 
a priori judgments, and “metaphysical absolutes.” To the emphasis 
on independence of thought is joined a severe opposition to authori- 
tarianism, to any “imposition from above,” as the phrase goes. A 
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socially-minded view of the educational process. Educators of various 
shades of opinion, even some strongly opposed to the experimentalist 
philosophy, have testified to the salutary effect of the fresh breeze that 
has emanated from the progressive schools. They have praised the 
new procedures— the activity program, the project method, and the 
core curriculum— as valuable supplementary techniques of teaching. 

It is not on pedagogical issues that contemporary progressmsm is 
properly open to challenge, but on its broader— educational, cultural, 
and philosophic— implications. Recent boohs intended for use in 
teacher education institutions seem to have gone off balance in their 
interpretation of the experimentalist ideas— in exalting process and 
change as paramount principles and in repudiating the formulation of 
educational purposes by the adult generation. Organized subject 
matter is condemned as authoritarian and undemocratic on the 
ground that it represents primarily the “fixed ends” of the teacher 
and not the “pupil needs.” 

An influential booh on the democratic process in education advises 
letting the children have the major share in maldng their own cur- 
ricula; it urges the teacher to substitute “directional process goals” 
for the “fixed end goals” of traditional education . 1 The primary object 
of the professional education of the teacher, in Professor Hopkins’ 
view, should be directed toward promoting the understanding and 
use of “the democratic process of cooperative action” and not toward 
learning of definite subject matter in designated areas. A text in 
Secondary Education to which outstanding names are attached in- 
cludes a brief discussion of “Changes in Ethics and Religion .” 2 The 
authors make an appeal for the cultivation of self-reliance. To this 
we would all agree, no doubt, but they go on to contrast self-reliance 
with authority which they say “means reliance upon the judgment 
and the mandates of others and as such is an unsafe and undesirable 
basis for intelligent, democratic living.” And further: “The forces of 
social institutions, of laws made by and for older people, are turned 
loose to restrain youth and to direct their every step.” Somehow’, 
they conclude, education must find a way to liberate the powers of 
youth to give them freedom for expression without “the constant 
dictation ... of those principles which have stood the test of time." 

Leaders in the experimentalist school have severely criticized the 
superficial statements and loose practices of so-called progressives. In 
the Kappa Delta Pi lecture published in 1938 under the title Expert- 
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encc and Education, John Dewey attempted to correct some of the 
misunderstandings. Much of what is objectionable in the progressive 
school movement is no doubt due to the distortion of valid con- 
ceptions. But this is not the whole stoiy. In its one-sided emphasis on 
process and change and in its overevalu3tion of individual experience, 
the experimentalist doctrine must itself bear a large measure of 
responsibility. The extravagances of latter-day progressivism are the 
result of the widening of 3 fault, so to speak, in the foundation of 
cxpcrimentalism. 

The new emphasis in American educational literature on the need 
for philosophy as a basis for educational policy reflects a dissatisfaction 
with the unqualified relativism of experimentalism which places this 
stress on process and avoids definition of the ends of education. The 
main body of American educators have never accepted the experi- 
mentalist philosophy underlying the progressive movement even when 
adopting its pedagogical devices. There has been, also, explicit op- 
position. Philosophies of education influenced by religious viewpoints 
have opposed the guiding attitudes of experimentalism— its diffidence 
toward tradition and institutional authority, its overconcem with 
present-day social problems as against inner development and abiding 
values. In allegiance to the philosophy of absolute idealism, the late 
Herman Harrell Home subjected the Dewey educational ideas to 
persevering criticism. 8 The most effective opposition has come from 
the scientific-sociological school represented by Charles H. Judd and 
Henry C. Morrison which reflects a neo-tealistic and institutional 
approach. 4 Until the nineteen-thirties, however, differences of view- 
point among American educators— with the notable exception of the 
Catholic position — did not constitute distinct philosophies of educa- 
tion. 

In the decade of the nineteen-thirties— with the unsettlement of 
opinion, the rise of the New Deal social philosophy, and the upsurge 
of the ideologies of fascism and communism— alliances became 
sharper, and “radical” as well as “reactionary” trends appeared. 
Particularly significant was the fact that the educators from the ex- 
perimentalist wing joined with those of other schools to the abandon- 
ment of philosophic neutrality, long considered the guiding idea of 
American educational theory. The positions differ widely, and within 
each point of view there are important variations in metaphysical 
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assumptions, in social orientations, and in pedagogical applications. 
Three viewpoints, the essentialist, the absolutist or perennialist, and 
the xeconstructionist— are sufficiently distinct to be considered 
divergent educational philosophies. A brief review of a number of 
representative positions will serve to illustrate the issues involved in 
the growing opposition to the progressivist-experimentalist educational 
philosophy. 6 


The “essentialist” represents the viewpoint of schoolmen concerned 
with the work of elementary and secondary education. In this con- 
ception, education is defined in terms of the transmission of the 
cultural heritage and the reproduction of the social type. It is con- 
ceived as having a twofold purpose: to equip the younger generation 
with the habits, skills, and knowledge that will enable each one to 
take his proper place in society; to conserve the valuable elements 
in the cultural heritage as means to the perpetuation and stabilization 
of the social order. Most essentialist formulations include a reference 
to further social evolution, provide for consideration of contemporary 
contributions to the cultural heritage, and encourage the develop- 
ment of critical-mmdedness based on knowledge. But the major 
emphasis is laid on the conservationist function of education, on its 
responsibility for developing respect for tradition and for institutional 
authority. On the philosophical side, the essentialist position includes 
idealistic and realistic orientations. The former would emphasize 
literature, art, and the aspirational aspects of religion; the latter 
would lay the stress on the natural and social sciences, and on the 
mcnes and the accepted institutional forms of religion. 

The essentialist educator recognizes the value of the new types of 
teaching method when used as supplementary devices. But he objects 
lo t he substitution of these informal activity procedures for the 
systematic and sequential learnings” embodied in the logically 
organ . su ject matter of the traditional curriculum. He opposes 
making mdmdual experience the basis of the learning process, 
Jfr" ' 1 " emphasis on creativity as against mastery, condemns 
r of the teacher as instructor and inspirer. 

ft. progressive education for dropping 

the exact and cxactrng studies" of classical languages and mathernat- 
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ICS and for enlarging the study of contemporary affairs, particularly 
when the object is to promote programs for social reform. The 
heaviest attack is directed against the progressivist conception of dis- 
cipline which, the essentialist believes, in its lack of respect for tradi- 
tion and authority, intensifies a crude individualism and “enthrones 
a glorified hedonism.” In writings published before the Second World 
War, William C. Bagley, an outstanding representative, pointed 
approvingly to the European practices— especially in Germany— 
where universal education based on a conception of thorough learn- 
ing and strict discipline had, so he thought, ensured freedom from 
disorder and furthered social evolution.® 

Essentialism is averse to the emphasis on the metaphysics of change, 
and to the relativistic conception of truth. But its philosophic criticism 
is auxiliary to its major pedagogical and social objections. A direct 
philosophic critique of the experimen talist-progressivist educational 
position comes from the side of “perennialism," to use the apt designa- 
tion suggested by Professor B rameld for the absolutist point of view. 
In the form espoused by Robert M. Hutchins and Mortimer J. Adler, 
perennialism proposes to base education on a groundwork of meta- 
physics conceived as the “science of the highest principles and first 
causes.” 7 It repudiates the modernistic emphasis on the natural, 
psychological, and sociological sciences as basic to education and 
looks to a reinstitution of the classics, of logic, and of mathematics 
as the true means of cultivating the intellect and drawing out the 
essential, xab'onal, and moral components in human nature. 

The perennialist asserts, in the spirit of medieval scholasticism, 
that education must be based on ultimate ends, on absolute, universal, 
and eternal truths. Hence, the perennialist maintains that the ends 
of education should be essentially the same for all men, always and 
everywhere, irrespective of cultural and individual differences. If educa- 
tion is rightly understood, it will be conceived in terms of the cultiva- 
tion of the intellect and the development of good habits of thought 
and action. The contention rests on two pillars— the absoluteness and 
unchangeableness of truth which is the task of education to transmit, 
and the uniformity and constancy of human nature which is the 
responsibility of education to draw out In the application of these 
basic principles some adaptation to particular situations may be 
necessary, but, essentially, education, implying as it does the transma- 
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sion of truth and the drawing out of the human capacity for reason 
and rectitude, will be the same undeT all types of political, social, and 
economic organization. 

In the writings of Jacques Maritain, we have an authentic expres- 
sion of the significant elements in the medieval synthesis of classic 
thought and Christian feeling. Like Hutchins, he holds the peren- 
nialist view that the task of education is to shape universal man. 
But unlike other perennialists he does not think in terms of the 
"Platonist man in himself.” The task is "to shape a particular child 
belonging to a given nation, a given social environment, a given 
historical age .” 8 Against the limited view of man as a creature of 
intellect, Maritain regards him as a spiritual being, endowed with 
a soul as well as with a mind. Intuition and love, not logically perfect 


reason, arc regarded as the source of knowledge and understanding. 
Although he sees truth as absolute, as revealed to the insight of the 
man of faith, he does not regard it as static. Truth is an infinite realm, 
revealing itself progressively in the active consciousness of man 
although its fullness ever transcends our powers of perception. 

In his educational views, Maritain, idealistically orientated, evinces 
sympathy for many of the conceptions associated with progressive 
education in its best sense. He is concerned with the development of 
the young child as well as with the college student Learning, he 
believes, requires both intellectual guidance on the part of the 
teacher and the inner propelling force that comes from the vital 
principle active in the one to he educated. He has good things to 
say about the achievement of modem education in reducing the 
element of abstract and bookish individualism” and in bringing 
instruction close to life experience and to social concerns. Although 
he condemns as a major fallacy the failure to define the ends of 
education, he sees an important element of truth in the idea of 
growth as a continuous self-realization of personality. 

Despite important differences of outlook, Maritain stands with 
Hutchins and Adler against Dewey. He praises Hutchins for his 
l vrIf nC * need , of a hierarchy of values and on the indispens- 
abihty of intellectual order.” He condemns severely, as reducing 
mmd to an animal level, the biologically rooted experimentalist view 
that thinking is an instrument of survival and satisfaction of creaturely 
wants. Human thought, Maritain asserts, is spiritual intuition; it 
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begins in insight, not in a problematic situation, and ends in deeper 
insight, verified not by the pragmatic test of consequences but by its 
power to further man's aspiration to self-perfection. Pragmatism's 
lack of trust in intuitive truth “grasped or believed to be grasped for 
the sake of truth” is in Maritain's view responsible for major evils in 
present-day education. This has led to a concern with the methods 
of education instead of its ends, to a psychological worship of the 
learner and to a neglect of the content of instruction. He agrees with 
Hutchins that pragmatism is responsible for “the four modem 
educational cults”— skepticism, presentism, scientism, and anti-intel- 
lectualisra. 

The proposal of Alexander Meiklejohn in Education Between Two 
Worlds may in some respects be classed with the perenniah’st con- 
ceptions. 9 It includes a drastic attack on Deweyan pragmatism and a 
condemnation of the individualistic tendencies of modem industrial 
society. On the positive side, it is inspired by the belief in a common 
human intelligence that leads him to agree that "all human beings 
should have the same essential education." In hi $ total thought, how- 
ever, Meikle/ohn disagrees with Hutchins and Maritain more than 
he agrees with them. He makes human brotherhood— not a meta- 
physical principle— the foundation of a universal education which is 
to be directed toward the major end of creating a one-world com- 
munity. He denies that theological religion can serve as the basis of 
a universal system of values and an international world order. The 
Darwinian theory of evolution, Meikle/ohn holds, precludes the belief 
that consciousness or purpose is inherent in the cosmos. The task of 
our era, Meiklejohn concludes, is “to create a non-theological civiliza- 
tion which can cany on the work of intelligence and morality.” 

Despite agreement with Dewey's humanism, Meiklejohn issues 
a sharp critigue against the latter's pragmatism as ambiguous. He ac- 
cuses Dewey of vacillating between a defense of the individual and an 
advocacy of the social and states that despite his passion for democracy 
he has no clear conception of it. The central weakness of Deweys 
position, as Meiklejohn sees it, is its failure to assign a positive func- 
tion to the state. It limits the state’s service to stepping in to solve 
a problem after it has arisen. It lacks the character of a sustained and 
unified effort to secure equality, justice, and freedom for the whole 
people. Dewey’s conception represents a marriage of convenience 
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between individual interests and group pressures, not a union of 
sympathy arising from a sense of fellowship and deep-rooted com- 
mon purpose. In final analysis, Dewey remains "committed to the 
chaotic individualism of a disintegrated Protestant-Capitalist culture." 

Today, MeUdejohn asserts, we need to emphasize the Rousscauan 
doctrine of the social authority of the absolute and infallible General 
Will, and not the muddling through to foggy unity of incompatibles 
as represented by John Locke, to whom he traces Dewey’s conception. 
Dewey's attack on dogma and fixed beliefs served a good purpose in 
the struggle against the gilded sham values of the Victorian plutocracy. 
But now that the task is to build a new world, the wholesale con- 
demnation of absolutes stands in the way of constructive thought and 
action. Meiklejohn’s judgment is harsh. "Democracy desperately 
needs the formation of a positive program of action, both national and 
international. And pragmatism, in the face of that emergency, does 
not work. It is irrelevant” To meet the crisis of our age, Meiklcjohn 
exhorts us to teach everyone, young or old, to be citizens of the world 
and makers of human fellowship. To assure this, the control of educa- 
tion, its planning and supervision should be handed over to the world 
state! 


MeMqohn-s conception points in the direction of reconstraction- 
5, ^“natronal position which advocates the participation of the 
tie P°) ,bca ? a . n<1 economic straggles of our crisis era. How 
oro^lflir 1 ™ natI0ns oE ^constructionism are all friendly to 
E hi,™ WhCn S “ biect fteir ^Plication to 
SdZri; r , rec ? nstra ctionbt idea is to be found in My 
b Z Dme ? in lS 97, in which he affirmed 
and reform ” TInKI K Pl e fundamental method of social progress 
not taZanvd“ ? ^“ade of the nineteen-thirtres, tfris did 
instiraloLl X V 113 apa , hm ° f 0,6 sch001 social clrange; 

of ftTsS o^rb lx 7 iesult indire <% from the influence 
or ute school on the attrtudes of individuals 

“wES =5 a means of social 

Education and the Scwefcri* he?d° f H ' Kflpatricl: - In 

in this era of changing cmW;™' ^“uragirrg the youth, 
gmg Cmlization, to envrsage a defensible social 
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program and urged the teaching profession to become conscious of 
the role it might play in achieving a better society . 10 The shift of 
emphasis is manifested in a notable chapter formulated by Dewey 
in collaboration with John L. Childs, which appeared during the 
depression years. They set forth the thesis: “Education must itself 
assume an increasing responsibility for participation in projecting 
ideas of social change and taking part in their execution in order to 
be educative .’’ 11 The experimentalists continued to oppose all forms 
of indoctrination, depending on critical intelligence and deliberate 
cooperation to achieve advance. Arguing that “planning” was the 
only alternative to present-day insecurity and disorder, they made a 
sharp distinction between a “planning society” and a “planned 
society.” 

A more direct expression of the new tendency is exemplified by 
George S. Counts. In the American Road to Culture he subjected 
American education to criticism for its “philosophic uncertainty.” 
Under the cover of neutrality, he argued, the conventional aims of 
individual success, social conformity, and mechanical efficiency re* 
main in fact the controlling ideas of American education . 12 Progressive 
education, he asserted, had no direction, no defined purpose, no 
theory of social welfare. He defended the thesis that all education 
involved indoctrination; that the continuous development of society, 
indeed its very existence, depended on the transmission of a system of 
values and ideals. In Conclusions and Recommendations of the Com- 
mission on the Social Studies (in the formulation of which Counts 
played a leading role), education is described as a high form of 
statesmanship . 13 The obligation of educational philosophy, in this era 
of crisis, is to make clear that the individualistic laissez-faire economic 
order is no longer workable and, through providing the necessary 
intellectual orientation, to cooperate in bringing about the new 
interdependent society in the making. Although in accord with the 
pragmatist outlook. Professor Counts’ exposition emphasizes the 
enduring values of American culture rather than the methodological 
aspects of experimentalism. He explicitly recognizes the rootage of 
American culture in the religious and classic heritage of W estem 
civilization . 14 , T r tj 

In Culture and Education in America and other works, Harold 
Hug" has made a plea for "social reconstruction through educational 
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the central theme. Professor Brameld does not hesitate to use the 
term “blue-print”; nor does he recod from the concept of a “planned 
society.” His thesis is that, if public education is to fulfill the needs 
of a developing democracy in this unstable era of vast and violent 
social change, it must betxrcne united with political forces in con- 
trolling the giant enterprises that have been created by the new 
technology'. Though he repudiates indoctrination, he accepts “de- 
fensible partiality”— that is, taldng a stand on controversial issues 
when commitment to policy arises from a discussion of alternatives 
and the conclusions are exposed to the test of consequences. He makes 
group consensus a means of determining such tenable conclusions. 

Despite the many-sided criticisms from within and without, the 
philosophy of neutralism remains central in progressive education. 
Carleton Washbume, who has had a distinguished career as a leader 
of the movement, reiterates the non-indoctrination thesis in his 
popular presentation W hat is Progressive Education - 21 He states its 
purpose as twofold: the fullest growth of each individual child as a 
person, and his development as a responsible member of democratic 
society. Within this broad framework, progressive education can 
allow for a great satiety of aims and methods. “Progressive education,” 
he maintains, “has no fixed creed, it has no unchanging body of 
knowledge to impart, and it has no one method that is always applied. 
It is alive and growing.” It is guided by the progress of modem science 
m psychology and pedagogy and “the progress of humanity” in govern- 
ment and economics. It is compatible with various metaphysical 
systems and is not necessarily dependent on p r agm atism and experi- 
mentalism. It has no commonly held position in economic or political 
matten. Dr. Washhnme thinks the present reaction against progres- 
sive education is due to a lack of understanding on the part of the 
c .°. 1 ^ s r ^ nie purposes, and that the advocacy of definite programs 
o social Teform on the part of progressive educators has added to 


cduc ? t ? m ^ 1 controversy is obvionsly related to the con- 
Clm3 “ discussions are Hied with rrf- 

!3 3 P< ? iliCal P rob,cms 35 "ell as to pedagogical 
issues. Pervading the educational dehate is the apprehensrvVarareness 
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of the destiny-laden struggle to maintain the Western way of life 
against the. new challenging totalitarian philosophies— at the present 
time, especially against the growing power of communism as a world 
fact and a world force. 

The situation warrants re-evaluation of the experimentalist out- 
look. The Dewey philosophy, developed in the quarter of a centurj’ 
before the First World War, was the product of a transitional liber- 
alism, moving away from laissez-faire and rugged individualism 
towards a social conception of education. It retained the impress of 
modernism in the struggle against clerical authoritarianism, political 
absolutism, and intellectual dogmatism. Its purpose was to take 
advantage of the new developments— the inarch of industrialism, the 
advance of science and its method, the formulation of the doctrine 
of evolution, the establishment of the republican form of government 
—to implement more fully the democratic ideal which had struck 
roots in the free and abundant American land. The effort of the 
Dewey philosophy, like the effort of liberalism generally, was to re- 
move obstructions in the intellectual and institutional life so as to 
release human potentialities and facilitate unhampered progress. 
The classic and religious foundations of our civilization were not at 
that time subjected to challenge; criticism was designed to free the 
rational and spiritual meaning from the rigidities of traditional 
dogmas. Although a move in the direction of a cooperative socialized 
form of economy was implied, the purpose was to counteract exploita- 
tion and harsh competition; there was no thought of introducing a 
state-dominated collectivism. 

Considered in retrospect even for this earlier period, the Dewey 
analysis gave a one-sided view of the educational process. It under- 
estimated the part played by institutions in maintaining the existing 
democratic order and failed to give attention to the significance of 
formulating ideals in the movement of advance. Seen in the context 
of the time when it was elaborated, the Dewey philosophy represented 
a major contribution. But now, new problems confront us. First, 
there is the need to consolidate the gains of the past and to strengthen 
the sense of Western society’s rootage in its classic and religious 
foundations. And second— this is the crucial task— it is imperative to 
formulate the major democratic purposes as a unified social pnfloso- 
phy, to conceive it as a definite system of thought with applications 
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to the social situation. Education for the emerging era must be 
based on a positive philosophy clear enough to provide guidance on 
central social issues. The aggressive ideologies of our day cannot be 
fought with vague statements on the merit, of "the democratic 
process”; they must be met with forceful counter-ideas. Democracy 
must become a cogent, compelling belief, capable of inspiring commit- 
ment and loyalty. 

In the critique of the experimentalist philosophy of education to 
be presented, consideration has been given to the several contemporary 
schools of thought briefly described above. However, what is proposed 
has not been conceived either as a synthesis or as a middle-of-the-road 
solution. Although the conception advanced differs in total configura- 
tion from the experimentalist-progressivist outlook, as already in- 
dicated in the Preface, it is not a rejection of it but an effort at a 
constructive revision in which the historical-cultural theme inherent 
in the Dewey school of thought would become dominant and applied 
in the light of new situations and contemporary intellectual develop- 
ments. Emphasis is laid, in this work, on the significance of the 
traditions in which modem democracy is rooted; the intention, how- 
ever, is to move not backward but forward from experimentalism. 

The first task is to present the major lines of thought in the Dewey- 
Kilpatrick educational conception which the analysis takes as a 
point of departure. 
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PART ONE 


THE RE\>ISION OF EDUCATIONAL EXPERIMENTAUSM 


■What is the matter with the philosophy? 
One has a sense of having come to a sudden, 
short stop at the end of an intellectual era. 
In the crisis, this philosophy of intelligent 
control just does not measure up to our 
needs. What is the root of this inadequacy 
that is felt so keenly by our restless minds? 
Van Wyck Brooks has pointed out search- 
ingly the lack of poetic vision in our 
pragmatist “awakeners." Is there something 
in these realistic attitudes that works actually 
against poetic vision, against concern for 
the quality of life as above machinery of 

life? 

—RA.vnor.pB Bourne 
The Twilight of Ideals 



7 


THE DEWEY-KILPATRICK 
EDUCATIONAL CONCEPTION 


The educational philosophy developed by John Dewey is 
richer and, taken in its totality, better balanced than the conception 
usually connected with the term “progressive education.” In Expert- 
ence and Education, Dewey subjected some progressive school 
practices and ideas to sharp criticism on grounds similar to those 
put forward by opponents; namely: that progressive education tended 
to foster excessive individualism, indulged in day-by-day improvisa- 
tion, and often confused giving reign to spontaneous impulses with 
the encouragement of freedom. Some reviewers, not too well ac- 
quainted with his other writings on education, rushed to the con- 
clusion that Dewey, after wandering for forty years in the desert of 
heresy, had finally returned to the traditional views on education. 
But, of course, Dewey was not expressing opposition to the funda- 
mental concepts of progressive education— its emphasis on first-hand 
experiences, on purposeful learning, or individual freedom. He was 
pointing to misunderstandings — to progressive education's failure to 
work out a positive conception, to the mistaken assumption that the 
negation of the old type of education would itself lead to a better 
education.* 


In its core idea the Dewey conception of the educative process 
stands in harmony with the cental conception of progressive educa- 
tion: namely, that “growth” constitutes a sufficient all-embracing 
definition of the educational purpose. In Democracy and Education, 
Dewey’s most complete statement on education in the light of his 
* For an elaboration of Dewey’s criticism, see Chap. *3- 
*3 
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philosophical position, the thesis of growth as constituting both the 
end and the process of education is affirmed in the following explicit 
and unqualified propositions: 

We have laid it down that the educative process is a continuous process 
of growth, having as its aim at every stage an added capacity of growth. • • « 
Since growth is the characteristic of life, education is all one with growing; 
it has no end beyond itself. . . . Since in reality there is nothing to which 
growth is relative save more growth, there is nothing to which education 
is subordinate save more education. 1 


However, the term “growth” taken from the biological field is not 
self-explanatory. It requires exegesis. To understand what Dewey 
means necessitates relating it to three other terms in the Dewey 
analysis: “experience,” “intelligence,” and "the reconstruction of 
experience.” 

A major thesis in the Dewey exposition, one that has had the 
greatest influence on progressive education, is that learning which 
leads to growth must be based on the experience of the 1 earner. Here 
again is a difficulty, since the term “experience,” as Dewey well 
lecognizes, is a “weasel word,” a slippery concept in philosophical 
discourse. 2 Essential to experience in the Dewey view is an element 
prominent in the common usage when one speaks of “having an ex- 
perience.” It signifies an event which has a beginning and a con- 
summation and which makes an impression upon us. An experience 
is an active-passive affair”; it occurs when there is a responsive inter- 
acUon between an individual and his environment. It entails doing 
something which affects other persons and things and in turn having 
some mg one to oneself. It means undergoing the consequences of 
one s actions either in enjoyment or in suffering. Experience involves 
consciousness but is not merely or primarily cognitive; it affects the 
JT? 0n accompanied in varying degrees by physical 

manifestations and emotional involvements. Genuine experience is 
mtCnial S V Cara 0f conSci ousness; nor does it consist of 
An pvr-ntV, a PP emn § which leaves no trace of change on the mind, 
of the fart 3 experience” only when we become aware 
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ence. But hU m -°^ e , r *° gamine, must be based on experi- 
ence. But-here is a cntical point often neglected-not all experience 
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is educative. Some experiences are trivial and meaningless and others 
may be miseducative. For an experience to lead to educational growth 
two further elements must be present: an increment of understanding 
—that is, an increased perception of the interrelationships among the 
various activities in which we are engaged and, simultaneously, an 
increment of added power in the control of our future actions. The 
raw experience itself does not have positive educational value: the 
educational value resides, we may say, in "experience-reflected-upon-in- 
relation-to-future-experience.” In Dewey’s own words, growth signifies 
“a constant reorganizing or reconstructing of experience ." 3 The con- 
cept “continuity" is stressed; the experience of today must lead to an 
ever-expanding experience which yields ever-increasing opportunities 
for growth in new directions. 

The educational process develops, and is developed through, the 
factor of “intelligence," the second term which, along with "experi- 
ence,” is requisite for grasping the Dewey concept of growth. Re- 
flection or thinking, as noted, takes place within a matrix of experi- 
ence. It consists of tracing the meaningful connections among our 
activities, in realizing the consequences of what we have done, in 
noting the bearing of present and past occurrences on possible future 
experience. Action on the basis of experience so reflected upon would 
be intelligent action. It is the presence of the factor of intelligence 
that distinguishes the genuinely educative experience from other 
forms of learning, such as mechanical habit formation, catering to 
capricious natural impulses, or so-called experimental procedures of 
trial and error. However different from each other these methods may 
appear, they are alike. Dewy points out, in neglecting the crucial 
element of intelligence— that is, of conscious intention and deliberate 
control. Whatever their value, the other types of activity fail of being 
educative in the essential meaning of the word since they do not 
emphasize thought for the purpose of controlling future action or 
critical evaluation of the effectiveness of the means for the accomplish- 
ment of the desired end-in-view. 

The concept of growth, as Dewey uses the term, thus involves three 
interrelated concepts: experience as the source; reconstruction of 
experience as the continuing aim; intelligence as the method of t is 
continuous reconstruction. Dewey’s technical definition of education 
is: “that reconstruction or reorganization of expenence which adds 
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to the meaning of experience, and which increases ability to direct 
the course of subsequent experience .” 4 In a detailed analysis he con- 
trasts this definition with other formulations of the educative process 
—preparation for adult life, recapitulation of the past, intellectual 
discipline— and especially with the contrasting Herbartian and 
Fioebelian conceptions— the formation of the personality from with- 
out versus development from within. Each of these views, Dewey 
agrees, has made a significant contribution to modem educational 
thought; nevertheless there is an error common to all of them which 
vitiates their value. This defect lies in the assumption that the pur- 
poses of education may be predetermined on some basis other than 
the genuine needs and interests of the growing child. And to leave no 
doubt as to where the essential difference lies between his view of 
education as reconstruction of experience and “all other one-sided 
conceptions” he states explicitly that his own view identifies the 
result and the process — that education, being a form of growth, has 
no end beyond itself. 

Dewey recognizes that his identification of the end of education 
with the process might be challenged as self-contradictory. His ex- 
planation of this point is not free from obscurity. But his meaning 
becomes clear in the light of two other principles: the importance of 
taldng the needs and the interests of the learner into consideration, 
and the continuing, unending nature of the educational process. 
When the aim of education remains unrelated to present capacities 
and concerns of the learners, there is a waste of motive power; there 
results a tendency to resort to the reward and punishment system or 
V* ™g™ating the educational pill— forms of external sanction of 
c as incentives to learning, which may have the 

. v . 0 °bstructing the wholesome development of the personality. 
Wc lcam by rote memorization, by mechanical drill, and by various 
typ« of persuasive and coercive methods. But such learning is 
ineffective in comparison with learning when there is “a real motive 
? Ieal outcome ahead "= Only when the interests and pur- 
P?“°' lt,c M ’y taken advantage of can genuine penitent 
effort be aroused Furthermore, the conception that education has 
m™h,T C t : '' C ’.’ d "? 0pms end ““W™* that experience is “an 
mrt ! n * h no shai P ,ine 01 division between the earlier 

part of the cxpencnce as the source of learning and the later part as 
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outcome. There is no terminus to education; as each end-in-view is 
reached, it becomes the beginning of another course of experience. The 
best preparation for the future is the creative use of present capacities; 
the future emerges insensibly out of the present, and it will, so to' 
speafc, take care of itself if the present is fruitfully cultivated. 

2 

The insistence on the idea of continuous growth coupled with the 
emphasis on the significance of the present interests of the learners 
may give the impression that Dewey denies the need of adult direction. 
He has, by opponents, been charged with advancing individualistic 
and hedonistic principles. This is a misinterpretation of Dewey’s 
intention. At the turn of the century, when Dewey began to outline 
his educational conceptions, the chfld-centered view which laid em- 
phasis on individual self-expression already had strong advocates. 
Dewey’s endeavor was devoted to counteracting the romantic natural- 
ism of the current one-sided concern with the child by elaborating on 
the social nature of the individual and on the significance of the 
cultural factor in educational growth. As he later pointed out, "the 
social phase of education is put first” in his writing.® In Child and 
Curriculum he noted: "It wfll do harm if child-study leaves in the 
popular mind the impression that a child of a given age has a positive 
equipment of purposes and interests to be cultivated just as they 
stand .” 7 Native tendencies and present interests were to be utilized in 
line with social needs and cultural achievements — reconstruction of 
experience meant redirection of experience. The individual as a 
Unique person, it is true, remains the center of concern in the Dewey 
educational philosophy, but his development is achieved through 
sharing the knowledge, the purposes, the aspirations of the com- 
munity to which he belongs, by cooperation in common social tasks. 

Not a line in all of Dewey’s writing suggests catering to the 
momentary desires of any individual child. He is as much opposed to 
the stimulation of casual inclinations, to "making things interesting 
when there is no genuine interest to begin with, as he is to inducing 
attention by the teacher’s command or threat of punishment. True 
interest is developed when considered use is made of native tendencies. 

In School and Society he reviews four groups of tendencies of signi- 
ficance for education: the social instinct of communication with oral 



28 THE IDEAL AND HIE COMMUNITY 

and written language as the primal)’ means of personal and social 
intercourse; the instinct of making which first expresses itself in play 
and develops gradually into constructive work in which materials are 
shaped in accordance with some idea or purpose; the instinct of find- 
ing things out which is exhibited in children's constant questions and 
in their manipulative activities to ascertain what makes the thing tick, 
or in their doing things to see what happens, and which may be taken 
advantage of for developing habits of scientific inquiry; and finally 
the artistic interest which involves the constructive and communica- 
tive propensities as well as the impulse to self-expression and aesthetic 
appreciation. 

The spontaneous activities of children which give vent to the 
natural tendencies represent potentialities for the development of 
knowledge, discipline, and social cooperation. The tendencies may 
creatively be utilized by introducing “occupations” into the school— 
that is, by reproducing on the child’s level the typical activities of the 
larger, maturer community into which he is to go forth. At the 
Laboratory School of the University of Chicago, for instance, cook- 
ing, sewing, and carpentry were made centers of learning for both 
girls and boys, not for the purpose primarily of training in these 
skflls but as means of developing social cooperation, scientific knovvl- 
Mge, and a broad, realistic, cultural outlook. In Democracy and 
Education , under the term “conjoint activities,” Dewey makes the 
creative utilization of native tendencies through occupations the 
fundamental element in the consideration of education as social 
direction. 


Social direction is then essential, bnt direction is not mainly per- 
sona ox coercive. Direction would include, on the one band, “guid- 
anoe, which implies helping the individual toward an intelligent 
ralmtron of his capacities and interests, and on the other hand, 
control, which connotes the sense of force brought to bear to 
restrain nnpnhe and propensity. Both guidance and control are usually 
5 ut in favorable situation the element of 
tomW 3 b ? I pi “ imnimnt and the factor of control would be 
SSlT, f?T WL Th ™Sh the use of “conjoint activities," 
K impersonal; it is accomplished 
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a whole. In School and Society Dewey pictured the ideal school as 
a miniature community/’ a purified reflection of the typical activities 
or adult society, pervaded with the atmosphere of history, of science, 
of art, and above all permeated with the spirit of social cooperation. 

The conception of education as reconstruction of experience, 
Dewey points out, has application also to the problem of the relation 
of the school to social change. Underlying Dewey’s analysis is the 
premise that civilization is undergoing a vast transformation as a 
result of the advance of science, the revolution in industry, the 
formulation of the doctrine of evolution, and the spread of the 
democratic idea. These thoroughgoing changes make urgent a recon- 
sideration of basic ideas in philosophy and in education. Societies 
in the past have utilized education as a means of reproducing the 
existing social heritage unchanged in the interest of preserving the 
established order. Maintenance of the existing mores of the com- 
munity will always remain a valid element in the educational process. 
But the progressive society, Dewey holds, will use education to elimi- 
nate existing evils and to improve life for the next generation. Educa- 
tion thus has a double social function: on the one hand, it directs 
the development of children and youth leading them toward participa- 
tion in the beliefs, knowledge, and aspirations of the community, and, 
on the other hand, it serves as a constructive agency for improving 
Society. 

Recognizing that "the better society” remains a vague and largely 
meaningless phrase until the nature of the good society is defined, 
Dewey affirms the democratic conception as basic. However, he de- 
fines democracy only in broad terms. Its essence, he agrees, is in- 
dividual freedom— but not such freedom as connotes primarily an 
absence of social restraints. The heart of democratic freedom is the 
ability and the disposition to use the “method of intelligence as a 
means of self-direction and as an instrument of social advance. Free- 
dom, in this sense, is promoted by two other features of the democratic 
society: the extent to which the interests of the group are shared by 
all its members, and the richness of contacts among the various groups 
that compose the society. . , 

As an example of undemocratic forces in our civilization, he singles 
out class divisions. Separation of the people into privileged and under- 
privileged groups prevents the free interplay of interests and the ex- 
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change of experience, thus discouraging diversity, the great stimulant 
of progressive thought and creative life. The culture of the upper 
as well as the lower class suffers from the social cleavage: manners 
become fastidious rather than humane, art becomes artificial, gr'^n 
to display, and culture generally becomes over-refined and sterile. 
Class lines, moreover, operate to maintain a static society and to 
obstruct continuous readjustment to changing conditions necessary 
fox social progress. “A society which makes provision for participa- 
tion in the good of all its members on equal terms and which secures 
flexible readjustments of its institutions through interaction of dif- 
ferent forms of associative life is in so far democratic.” 8 Such a society, 
he concludes, must promote a type of education which would induce 
in each individual a personal interest in social problems and would 
develop a mental disposition to secure social changes without introduc- 
ing social disorder. 


3 

The educational theory elaborated by Dewey is interrelated with 
his general philosophic position. That education and philosophy 
should be intimately connected is a view which Dewey shares with 
representatives of other schools of thought, hut his conception of 
the relationship differs from the usual position. Those who urge 
making philosophy basic to education generally imply that we must 
first accept a conception of the nature of reality — that is, postulate a 
metaphysics — and then deductively derive a system of educational 
principles consistent with it. Dewey conceives of the relationship 
as one of reciprocal interaction between the two fields — educational 
theory influencing philosophy as much as philosophy affects educa- 
ticraal theory. Indeed, he regards educational theory as prior and 
primary. 

European phflosophy-a$ distinct from the earlier metaphysical 
speculations of the Greda— Dewey suggests, had its origin in Athens 
under the pressure of educational problems in an era of intellectual 
and social change. The Sophists, the first body of professional educa- 
oi5 in Europe, were led in their concern with the problem of train- 
mg c youth to consider fundamental philosophic questions, e^p» 
tne relation of the individual to the state, of traditional opinion to 
e ow edge, of man and his laws to the character of nature. In 
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the course of generations, however, the discussion of the philosophic 
questions was divorced from the original connection with the problem 
of what a good education should be and came to constitute the 
abstract subject matter of an independent branch of thought. Dewey 
believes that philosophy would be revitalized if its ancient connection 
were re-established. “Philosophy of education," Dewey asserts, u is 
only an explicit formulation of the problems of the formation of 
right mental and moral habitudes in respect to the difficulties of con- 
temporary social life. The most penetrating definition of philosophy 
which can be given is, then, that it is the theory of education in its 
most general phases.”® 

The functional emphasis in this definition immediately suggests 
“pragmatism," the term by which the Deweyan philosophy is gener- 
ally designated. Dewey himself, however, has preferred not to use 
this misunderstood word which has been distorted to mean “that 
which works is true." The special name by which Dewey's version of 
the pragmatist philosophy is known, namely, “instrumentalism,” sug- 
gests that ideas are not photographs of a reality existing apart from 
man but constitute tools of thought by which we can better under- 
stand, and more satisfactorily change, the universe in which we live. 

Tire term “experimentalism,” which has in recent years been gener- 
ally accepted as conveying the essential signification of Dewey’s phi- 
losophic position, implies that any formulation of truth or value 
must meet the test of experience before it may be considered valid. 
Truth is not given to us once for all in perfect form by intuition or 
authority, and the values wc cherish arc not to be regarded as 'ab- 
solutes,” as eternal and unchanging. Knowledge and truth, values and 
ideals, have been worked out gradually through human experience in 
the course of continuous inquiry in many fields of endeavor and are 
subject to change by further experience and inquiry. Moreover, our 
heritage of intellectual and ethical culture was not developed by 
mental inquiry alone; it grew in the process of all aspects of using, 
in the ordinary affairs of men. . 

The term experience which is central in Dewey's philosophy as 
well as in his educational theory covers a wide range. At one end u 
the primary raw cspericncc of everyday life pmulcd by cmolraul 
accompaniments; on the other end arc the sciences an p 1 osop ics, 
refined intellectual products. Dewey docs not colt the common sente 
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experience as superior nor does he diminish the importance of the 
woik of science and philosophy. But he thinks that, in the past, phi- 
losophers have concerned themselves too much with the abstract con- 
cepts of science and with the subtle distinctions of logical analysis, 
and thus the term experience has in philosophical literature come 
to have a predominantly psychological and mental connotation. At 
times the process of refining experience has gone so far in the attempt 
to make knowledge precise and pure that all the vital kernels of 
experience have been extracted, leaving only the husks of the verbal 
formulations. Applying his concept of “interaction,” Dewey urges 
that a continuous interplay be kept alive between the two types of 
experience, the crude experience of ordinary uncultivated life and the 
purified experience of the scientist’s laboratory and the philosopher's 
ivory tower, the one type of experience being checked by the other. 

As Hans Reichcnbach has noted, by emphasizing the import of 
ordinary experience Dewey has shifted the center of attention to the 
ethical as against the intellectual aspects of philosophy: “What he 
intends, ... is establishing the sphere of values, of human desires 
and aims, on the same basis and in analogous form as the system of 
knowledge.” 10 To Dewey, the search for truth as pure knowledge 
is essentially the function of science; philosophy is concerned with 
the inclusive field of values. Whenever it is relevant truth is all- 
important, but it represents only one element in value judgments. 
Tnith enters into the judgment of values but it cannot itself create 
values. Moreover, in the sphere of truth philosophy “is a recipient 
and not a donor”; it has no private storehouse of knowledge nor a 
special mysterious method of attaining it Philosophy accepts its 
data from many sources-from tradition, from literature and art, 
from personal experience as well as from scientific inquiry'. Utilizing 
r®*? 51 avan . a tt e knowledge of its time, philosophy exercises the 
function of cnbnsm of established institutions in the light of humane 
ST™ ,ts aim 15 U l e gmdancc of action. Philosophy reflects the 
0f ,.f n ra an d, in >13 concern with meaning and wine, 
reremb es literature and the am rather than science. 

,JL° "l! °T erim 'ntalist doctrine is an opposition to 
S'"™ 7T 5 3mJ doin S "hich has chanrtSzed both 

minrTn^rS ! L a l- f h ? 0 ?P 1l f *“"<*«■ matter and 

bj biological and evolutionary conceptions, Dewey 
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2* ID ® d as an instrument of human survival and adjustment 
As differentiated from the mode of adaptation of the lower animals, 
human adjustment, characterized as it is by mental activity, always 
involves changes in the environment as well as changes in the human 
being. Mind is thus an agency of reciprocal adaptation — of organism 
to environment and of environment to organism. The latter idea, 
the readaptation of environment to the needs of the organism, is the 
crux of Dewey's distinctive idea. Its effect is to displace the notion 
that the mind is a mere spectator in the universe. It makes the mind 
an active participant in the destiny of the world whose fortunes and 
vicissitudes it shares. “As the living, and experiencing being is an 
intimate participant in the activities of the world to which it belongs, 
then knowledge is a mode of participation, valuable in the degree 
that it is effective. It cannot be the idle view of an unconcerned 
spectator - ."” 

The term “mind” thus becomes equivalent to "intelligence," which 
is a process, a mode of responding to problematic situations in which 
knowing, thinking, and acting are intertwined. The "method of 
intelligence” approximates the experimental method of the scientist. 
It is Dewey’s thesis that “the method of intelligence,” the mode of 
attack on problems which has brought marvelous scientific achieve- 
ments, ought to become the method of inquiry in philosophy as well. 
Philosophy should not begin with the certainties of knowledge, with 
absolute truths, or with universal values. If we were already in pos- 
session of a completely harmonized set of truths and values, ade- 
quately embodied in the institutional life, the whole philosophic 
enterprise would be superfluous. Philosophy begins with the unsolved, 
with the problematical; it arises when traditional beliefs are chal- 
lenged and when old institutions no longer meet the needs of life. As 
in scientific thinking, suggestions for solutions— “hypotheses —will 
come to mind which at first are tried out imaginatively. This back 
and forth movement in the mind as solutions are tried out in imagina- 
tion constitutes “reflection" in 3 genuine sense; it is prospective with 
reference to action to be taken. Genuine reflection is not the re- 
membrance of things past but taking thought for the morrow. The 
test of the proposed solution can be made only in action. Judgment 
of the validity of the proposal-here one observes the pragmatic test 
—can be determined only through its applications; then we can see 



34 


THE IDEAL AND THE COMMUNITY 


whether the consequences accord with the anticipation. 

Experimentalism as the method of intelligence is not to "be con- 
fused with the “trial and error” method of chance reaction and 
fumbling till a solution is found. The “trial” process in reflective 
thinking is a trial of hypotheses, of conjecture based on accumulated 
knowledge. Although Dewey deprecates following ideas as ready- 
made models, he places a premium on having ideas as suggestions 
of possible solutions. Another misunderstanding arises in assuming 
that experimentalism raises action to the supreme position, making it 
the end of all thought In Dewey’s view, activity is as much a means 
to the advance of thought as thinking is instrumental to better action. 
The absence of balance between action and thought will leave experi- 
ence superficial or distorted. In Art and Experience Dewey remarks, 
‘Zeal for doing, lust for action, leaves many a person, especially in the 
hurried and impatient environment in which we live, with experience 
of an almost incredible paucity, all on the surface .” 12 In many places, 
he protests against regarding pragmatism as a reflex of American 
practicalism and its worship of success in life and emphasizes its 
continuity with the stream of European philosophic and scientific 


Critical intelligence must be constantly operative, inquiiy must 
be continuous, and reconstruction of experience never-ending. The 
knowledge wc have and the ideas we entertain arc products of past 
experience and of early inquiries; as solutions of former problems, an 
dubiety adheres to them. There is never a guarantee that 
» vT “° n wfll 101,1310 settled. The history of thought shows 
ia oa edge, truth, and values are ever-changing, growing in a 
con nuous chain of interaction between experience and thought, 
oreoser, nowlcdge, truth, and values have meaning in relation to 
“ W'- 3 " “‘dative" in the sense that they arc 
Tk S,tua ^ 0ns » to time, to place, to special concerns, 

are val^W * 0 n r °* C that is, there arc no propositions which 

nrr tin in. * 3 I^ccs, and persons or which, once determined, 

wi*h a nniw ^r t0 ,cv **i° n - ^ 1C term truth, weighted as it is 

SSU'Sl t COnnPO " aH, “ “> - -changing .Sty, gives a 
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to emphasize that what has been ascertained is still subject to future 
inquiry. The experimentalist philosophy, as Dewey conceives it, is 
imbued with a notion that truth must change not only because we 
increasingly correct for errors and constantly enrich our knowledge 
but because the universe in which man Jives-tfte only universe he 
can know— is itself constantly undergoing change by the action of 
creative human intelligence. The experimentalist view is future- 
centered: "for we live not in a settled and finished world, but in one 
wliich is going on, and where our main task is prospective, and where 
retrospect ... is of value in the solidity, security, and fertility it 
afforded our dealings with the future.” 1 * 

The method of intelligence and the future-centered orientation 
apply to the problems of society as well as of the individual. What 
cxperimcntalism aims to do is to create "a faith in intelligence as the 
one indispensable belief necessary to moral and social life.” The world 
that Dewey speaks of is alwajs a social world; the universe man lives 
in is a creation of culture. Philosophy itself is a cultural product and 
can never be isolated from the affairs of social life. Western philos- 
ophy, as lie points out, had its roots in Greece in a period of great 
economic and social change when moral values and intellectual con- 
cepts were subjected to questioning, and it has always been most 
creative when the cherished traditional heritage was being challenged 
by new ideas. 

If traced far enough, Dewey asserts, academic philosophies, which 
on their surface involve abstractions unrelated to everyday life, will 
be found to have had their origins in cultural conflicts; the subtle 
disputations about the nature of Being are in final analysis related to 
acute social controversies. The function of living philosophy is to 
resolve the sociocultural conflict in the light of a conception of 
values. At times philosophy will assume a conservationist role; it will 
endeavor to provide a rationalization of the old social order. But 
when it is true to its essential critical function it will attempt to re- 
construct tradition and to rebuild society in harmony with the grow- 
ing cultural ideal. Philosophy cannot avoid being concerned with 
politics and economics if it is not to be evasive. Philosophy cannot 
undertake to draw a blueprint for the remaking of society, but it can, 
by consideration of conditions and trends as they interplay with 
values, suggest the direction of reconstruction. 
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The major problems of European phflosopby have always revolved, 
Dewey believes, around the continuing struggle between the ad- 
vancing scientific knowledge and technical power on the one hand 
and the lagging institutional habits and beliefs on the other. The 
problem of restoring harmony between our scientific beliefs about 
the nature of the world in which we live and our beliefs about values 
and purposes is particularly critical today. The failure to achieve a 
unit>' of method for scientific and ethical knowing is responsible for 
the small progress in the moral sphere as compared with the im- 
mense development in the material conditions of life which have 
resulted from the use of the experimentalist procedures in the field of 
the natural sciences. The great “imbalance” in our social life, the 
crisis in our civilization, Dewey maintains, is ultimately due to this 
failure, the failure being at the core a failure in method. Hence 
follows the idea of “the supremacy of method” — the affirmation that 
intelligent action is the sole ultimate recourse of mankind in ever)' 
field whatsoever” 1 * 
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Education thus is in life and for life. Its goal is internal and in the 
process. Such a goal is the only one that fits a growing world. Con- 
tinued gr owing is its essence and end ." 15 

In this view learning is to be understood always in behavioral 
< * U< T a ** 0n muS ^ See ^ primarily an all-round active character 
needed^ to live the good life— or, as he prefers to say, “the life good 
to live. This means nurturing initiative and creativity, self-control 
and self-direction, through taking thought — and equally and simul- 
taneously fostering a spirit of cooperation and a regard for others as 
strong as one’s regard for one’s self. In a democracy every person is 
an end-in-himself and the self-realization of each individual to the 


maximum of his potentialities is its goal, but self-realization of 
the personality requires the full development of the social self, since 
the human being is social by his very nature. Characteristic of the 
human being also is purposefulness, which implies consciousness of 
ends sought, and twin to purposefulness is intelligence, the considera- 
tion of probable consequences of a chosen line of action. The demo- 
cratic society requires “a self-determining person, one not tied to the 
dictates or direction of others, one who can himself make worth- 
while and rewarding choices for his own living and for the common 
good.” Education thus considered has as its central purpose the task 
of helping youth to “think critically.” Since change is an ineluctible 


factor in the life of the individual and in society, intelligence must 


confront continuous novelty and the need of readjustment to ever- 
changing situations. In our present era of unprecedented rapidity and 
extensiveness of development, consideration of the factor of change 
in ideas and institutions becomes crucial to an educational policy. 

The ideas and procedures of the "old education” are diametrically 
Opposed, Professor Kilpatrick thinks, to the needs of our developing 
democratic life. It conceives of learning mainly in terms of the acqui- 
sition of subject-matter-set-out-in-advance and of training in skills 
which will be useful in adult life. The old education neglects the 


primary experience of the pupil and expects him to leam from abstract 
statements unrelated to his owv life, h) its dependence on memoriza- 
tion, repetition, and drill, it leaves little if any room for critical 
analysis, for discussion, or for the expression of differences of opinion. 
It discourages freedom of thought as it suppresses freedom of move- 
ment. The desired behavior in the old-fashioned classroom of single 
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seats fastened down in straight rows was attentive listening to the 
master up in front. The regime of set-task-sit-alone-at-your-desk makes 
communication between pupils a meretricious act and discourages 
anything in the way of cooperative behavior. A premium is set on 
competition for grades and gaining the favor of the teacher in the 
fulfillment of the assigned task. Throughout, the attitude of obedience 
and of uniformity is fostered; it is a system of imposition from above 
and of indoctrination of fixed principles. 

The democratic philosophy and modem psychological science, 
Kilpatrick holds, unite in requiring a new regime of educational 
method. The school must become a place of living as well as of 
learning, of living for the sake of learning. Education should be based 
on pupil interests, purposeful activity, and sharing of experiences. 
His idea of the educative process has been embodied in his conception 
of the project method,” which is recognized as a major contribution 
to modem curriculum construction. As Kilpatrick has formulated it, 
the project is not primarily a technique for teaching prescribed 
subject matter. It constitutes a philosophy of education made con- 
crete in a general method involving a radical change in the organ- 
ization of school work. Instead of basing lessons on assigned portions 
of specified subject matter, he proposes that the important knowl- 
edge, ideas, and skills be organized around units involving purposeful 
activities, around projects each of which embodies a "whole-hearted 
purposeful activity proceeding in a social environment.” 18 

Projects would be diverse, and might be utilized in various areas- 
in science, social studies, the arts, and in practical community service, 
coun er e usual tendency to identify the term '‘project” with 
01 m °* 0r ac ** v ‘ty, Kilpatrick describes four major types: the 
ecL tlip nrnM nSlTUCt ^ e P 10 '®*’ ^ appreciation or enjoyment proj- 
Tn ° r mt f Uectual P 10 ^ the ^1 or specific learning 
the dninc» fn ^ictc would be doing and learning elements, 

dLt' = learain S and «“ Naming for the rake of 

learners’ ^ ^uuld be a group affair involving the 

- S T £ '°, r ““ common ends; every 

Si?" tewledge and values of interest to the indi- 

Mdmllcamer and of concern to the community. 

action to'dear'eml. 0 ' 1 lItd | izcs ^ interest of the learner, guides 
goa , supplies motive power to keep the learning 
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process going on until its purpose is achieved. It provides a many- 
sided learning situation: “primary learnings’’— the objectives of the 
immediate learning situation; “associate learnings”— auxiliary learn- 
ings of scientific, social, or aesthetic import; “concomitant learnings” 
— methods of study, attitudes, and standards of broad significance for 
all learning situations. Through the use of projects, the relatedness 
of various aspects of knowledge and their connections with real life 
are made clear. Most important, in Kilpatrick’s opinion, are the 
ethical values inherent in the concomitant learnings of the project 
method— its encouragement of the use of knowledge for social ends, 
of the spirit of cooperative inquiry, of the working together in the 
fulfillment of common tasks. . , 

During the decade of the nineteen-thirties, Kilpatnck developed 
his ideas further along both social and psychological lines. For a time 
he joined those who believed that the technical changes under in- 
dustrialism demanded a reconstruction of our economic system an 
that the teaching profession should become conscious of the part it 
might play in promoting desirable social changes. But e °PP 
indoctrination of a definite conception of a new social order such as 
some of his colleagues at Teachers College were advocatmg^n the 
psychological sphere, l.c drew array from the specific bond W**® 
of E. L. Thorndike and adopted the organ, store tooaphon * 

emphasis on goal-seehing, on the complete mtendUim of 
and environment, and on the importance of 
Both trends, the social and the psychological, nhrnd htt toclnng 
that a well-integrated personality, in this 

crisis, could be achieved only through a ,ecomtn,ct.on_of_edu^h°n 
which would give due consideration ° P ecpe rience. The inter- 
telligence, purposeful acbvity, and the keystone of 

relationship between aIKl > ’‘”. S - t i n re he has epitomized 

his conception. In recent addresses and vrihnp 1m n ^ 

his view thus-. “We leam what 

as we accept it, and we leam it in th egr 

Differences between Dewey and uJtoTkq' 

the educative process are party u teachers and other 

addressed. Professor Kilpatrick's work was win 
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Democracy and Education, where he discusses the function of edu- 
cation for social survival— for the survival, that is, of definite com- 
munities and their characteristically significant cultural contributions 
and spiritual aspirations. Education secures social and cultural con- 
tinuity by gradually inducting the young into the life of the com- 
munity through communication to them of common understandings, 
similar emotional and intellectual attitudes, and like ways of respond- 
ing to requirements. He does not underestimate the importance^! 
the individual: "for how can there be a society really worth serving 
unless it is constituted of individuals of significant personal qual- 
ities.” And he is conscious of the need of interchange between person 
and person and of the necessity of mutual interdependence. But the 
background of a community culture is ever present. Kilpatrick on his 
part recognizes the importance of cultural heritage in the formation 
of good character, but the focus is always on the individual per- 
sonality. The personality he advocates is the socialized self, to be 
sure, but socialization for him means essentially the interaction of 
one person with another. That the individual is socialized primarily 
through participation in the communal and institutional life does 
not stand clear. 


It ,S, in JP ortant to note the differences between the Dewey and 
the Kilpatrick versions of the experimentalist philosophy because it 
is e a er which has most directly influenced the formulation of 
c cunen progressivist educational concepts. The impress of Kfl- 
^ ^ k * n ^uphasis on pupil purposings; on 

Hnn- in 0,1 f actlvit y; on the doctrinal opposition to indoctrina- 
tion; in the tendency to identify amhnnH, and. 


the concluding rh T acc ° unt °£ countervailing considerations. In 

Method, for instance, 

pedaeoricafdfw * superficial application of the progressive 

is abandoned- am*' Ji” of s °me followers all restraint 

authoritarian ’since S Sut ' CCt ma | ter as such is represented as 

needs of the pupils- nlSE? 1 * * 5 ® aims of ^ teacher and not the 

a share— inmaldiw shou , ld *ve a major share-not only 

the problems of livin'* ° Wn c ?. mcida * *^ e impression is given that 
P omom of l.v, ng or morality> of ^ cou]d 
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be reasonably solved if the youth would be taught to make use of 
“the coordinated thinking of the cooperative group.” 

Professor Kilpatrick, of course, cannot be held responsible for the 
extravagance of thought and expression of his disciples, but resem- 
blance of these pronouncements to the ideas propounded by him is 
too great to permit a denial of paternity even though he may take no 
delight in these misshapen offspring. It is, however, by no means the 
intention to imply that the difficulties in the progressive position 
are due to overemphasis of some of its aspects by Kilpatrick or ^ y 
other representatives of the experimentalist position. The major 
criticisms to be made in the following chapters apply to the careful 
formulations by John Dewey as well as to the views of his followers. 
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school personnel whose concern with education was practical and 
whose interest in philosophy was limited. His mode of influence was 
oral, through lecture and discussion. His penchant for the use of 
homely Anglo-Saxon English and his gift for epitomizing philosoph- 
ical ideas in arresting phrases made for effectiveness and clarity, but 
it also led to oversimplification and one-sidedness. While Deweys 
early educational waitings — based on addresses to teachers, parents, 
and educators and related to the experimental work which he guided 
in Chicago— are easily readable, his later writings published when he 
was concerned mainly with philosophical problems are difficult To 
students with inadequate training they appear obscure and hard to 
follow as he works his way through the thicket of philosophical con- 
cepts. Kilpatrick, moreover, is the preacher of a new gospel, casting 
out the devil of the old education. Dewey surrounds his statements 
with qualifications which often militate against lucidity but preserve 
a better balance of ideas. 

The variations are not in the direction of opposition to the Dewey 
concepts but of more extreme assertion of them. In the question of 
the relation of thought to action, Dewey himself goes far in stressing 
the functional character of ideas, and he allows himself to say, “action 
is at the heart of ideas.” But this and similar statements are counter- 
balanced by others which stress the intermediary' role of action in 
developing meanings and values. For Dewey, understanding of the 
world is as deep a human need as improving it. Kilpatrick also recog- 
nizes the importance of the interaction of thinking and doing hut 
the final impression conveyed is that thinking has as its end doing, 
and that thinking which is not connected with action is culpable, 
even immoral. A favorite phrase, "activity leading to further activity,” 
has become identified with his conception of growth. His biographer 
gives the following interpretation of his position: “Thought and 
thinking had for him significance only as they affect deeds and out- 
comes; only as they were concomitants of socially useful problem 
solring” 1 * 

Similarly, in the discussion of "change” as a central concept in 
educational and social thought there is a difference. While Dewey 
constantly admonishes against taking the past as rival to the present 
or as model for the future, he considers the study of the past as of 
great significance when its vital connection with the present is real- 



THE DEWEY-KILPATRICK EDUCATIONAL CONCEPTION 4 l 

ized. He praises the study of history as a rich source for the imagina- 
tion, as adding a new dimension to life. The study of history if 
properly conducted could yield an understanding of the part that 
mind has played in the advancing of civilization and provide insight 
into the connection of morality with social processes. Kilpatrick, no 
doubt, would subscribe to these views, but in total effect his teaching 
tends to associate the past with staticism, authoritarianism, and dog- 
matism. In Dewey the necessity of change is assumed but his em- 
phasis is as much on the need of continuity in change as on e 
desirability of change itself. Kilpatrick, however stressing the thane 
of the unprecedented changes of our era, urges that the pM° s W° 
education "must somehow base itself on change. e ^ . 
we need a radical, separative change from the past to an unp 

^AUngc of rebellion against institutionalized authority ^colors Pro- 
fessor Kilpatrick's writings. In Bhutan (or a Ctagmg Cm^fton, 
particularly, he uses strong expressions: Tsduca ion p ■ 

he says, “and becomes a training to a pre-ordained .et ° drabits and 
attitudes or an indoctrination in a pnor system o » j ^ 
individual is denied his very personality.'' 

he contends is harmful today in the face of the ^ authority 

the church, 'and the local community li e. i . , , ,, vou tli “to 
is no longer effective, the argument runs, we mu h internal 

find the only tea, authority that «n command in . 

authonty of how it works when tried. ^ wor k out 

clination to' fix their children's tomfong an ^ Qm offering 

their problems for themselves. The tea ,. 0 f pro blems and 

solutions; his function is to develop un er » nf attack. Indeed, 

provide guidance in the use of mtel igen m lemS ^ help, not 
"that teachers do not know the answ fi P d strong emphasis on 

hurt, the work .” 10 In Dewey we shall aho “The 

individual thinking, as is indicated in Unless one does it for 

phrase, ‘thinking for one’s self, is a p 6011 * -hailen^ed, but read 

one’s self, it isn’t thinking.” Thtf> too, m y directive function 
in context it does not imply a diminution of the dir 

of community life. . .. . „ „n' m arv assumpb'on m 

The communal nature of education* a P JJ; g chapter of 
Dewey’s analysis. This is well illustrated in the open g 
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INADEQUACIES OF 
EDUCATIONAL EXPERIMENTALISE 1 


Giimcisxis of the experimentalist position might be met in 
part by giving themes now recessive in the Dewey exposition a more 
dominant place than is usual in the prevailing interpretations. But 
this would not be enough. The Dewey educational philosophy even 
at its best needs more than a revision— it requires a reconstruction, to 
use one of its favorite terms. 

In this reconstruction the concept of “continuous growth” as an 
all-sufficient definition of the aim of the educative process will be 
abandoned. The conception that education involves personal develop- 
ment is indispensable, but the validity of the biological approach with 
its corollary that the “life process” gives us the clue to an educational 
philosophy is to be denied. Moreover, the modification of the bio- 
logical viewpoint by integrating it with the social approach still leases 
us without an adequate basis. The bio-social concept represents an 
advance over the individual-centered naturalistic emphasis, ut r 
omits an essential— the clearly conceived ethical aim. The educations 
philosophy to be outlined tabes its departure from the cultural and 
spiritual achievements of man and not from his biologica an " a , 
ural origin. It asserts that education must be based on clear beiiers 
and definite commitments. A triune definition of education is nc ^ 
sary, a biological-social-ideal synthesis in which the as ., 

formulated ideal — and not the first— the biological ne — wi p 
the directives for educational policy. 

i 

We may begin by a denial of ft e experimentalists' assumption 1 ^jjj 
philosophy of education is to be based on “the life pr 
AS 
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sense of a process of continuing activity, change, and growth. This 
thesis is set forth by Professor Kilpatrick in the following words: “It 
is essential, therefore, for philosophy to make the study of the life 
process central if it is really concerned with the living of people, if 
it wishes its study of basic assumptions, of values, of worthwhile aims, 
of means of validating, to flower in more satisfying living.” 1 The life 
process, the central consideration, is interpreted in biological and 
evolutionary terms: man is described as ever-active, like the lower 
animals, striving to fulfill wants. Man differs from the lower animals 
to the extent that he is conscious of his wants and subject to the 
need of choosing among them. Purposeful activity is an essential 
characteristic of human life, and this ultimately leads to setting up 
values and to the construction of philosophy. Nevertheless, desire 
and activity are characteristic of the human as well as of the lower 
organisms and, accordingly, “the successful and happy life is active 


The dubious idea that a philosophy of education can be based on 
features of existence which man has in common with the lower 
animals will later receive consideration. First we may question the 
assumption that life represents a process of continuous change and 
activity. On ordinary observation it would appear that the life process 
existence can better be understood in terms of a cyclical 
rhythm— of motion and rest, of activity and recuperation, of growth 
and maturity. If we carry the analysis into the heart of nature, we 
must conclude that existence itself consists of intermittent trans- 
lormabons of energy into matter and of matter into energy. Process 
without form would be veritable chaos; all creatures exhibit vitalities 
within definite stable structures. Evolution in the levels below' man 
uno.\e c nges in anatomy along with changes in behavior and 

rcn 5 in ^ for a § cs «en if we cannot consider them forever 
unchangeable. 

biological patterns of behavior are modified 
Hktnnf n * ^ 0rms ' evolution takes place by stages. 

od Niebuhr notes, may be conceived as a process in 
forms -inf! ltie ^ penodically break down established social 

as unifnmil C of vitalities. 2 Progress does not take place 

of the potion; there are periods of change and eras 

of the consolidation of change. Advance in civilization dots not take 
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place in a single line of upward inclination; we lift ourselves from 
step to step, and progress, we may say, is not primarily in the move- 
ment but rather in the new position attained on the rational and 
spiritual plane. Shall we not value contemplation, the reflection on 
our activities, as much as the activities themselves and shall we not 
esteem the joys of the Sabbath as well as the satisfactions of the work- 
day week? And should we not supplement the nineteenth-century 
poet whose lines Dewey quotes in Experience and Education: 

' ... all experience is an arch where thro’ 

Gleams that untravelled world, whose margin fades 
For ever and for ever when I move. 


by the lines of another poet of our own age who says: 

We must be still and still moving 

Into another intensity 

For a further union, a deeper communion. 

The exaltation of change to the position of a fiist and highest 
principle is another metaphysical absolute as dogmatic as the oppo- 
site idea of a universe of unchanging reality. Its adoption involves a 
self-contradiction, for the concept of change has no meaning excep 
in the background of stability. The value of any particular change is 
subject to judgment: some changes are desirable, others un csira 
Even growth is not always desirable, as in the case of cancer, mon _p- 
olies, and our megalopolitan cities. An empirical view wou s ; u > 
actual changes taking place in the life of the individua an s > 
in the light of some conception of the good and attemp o xn 
which are to be promoted and which retarded. . „ 

In accordance with the biological life-process concep , 

are regarded as arising when the individual c T ene "5? pn fhe 
wants and finds it necessary to choose among them. ^ 

is made on the basis of “thinking through’’ the conflict of^nti, uj 
a principle of action decided upon, a value ensues. ' m i ne d 

sense, are no more than wants which have been cn X con . 
and found worthy of choice. Out of such process o . 0 f 

tinuously employed the individual develops a wn ts; 

life. Kilpatrick s£ms up: “We saw that out of 

out of conflict of wants came evaluation and res aid g 
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plays bridge, while the children swim in the pool attached to the 
country club to which the family belongs. Through the women's 
dubs, Mrs. Smith plays an active part in politics; “Mr. Smith more 
guardedly so/' 

Kilpatrick’s graphic thumbnail sketch is designed to show how 
opportunities and satisfactions of life arc dependent on many asso- 
ciations, to stress the fact that the welfare of one individual is bound 
up with the welfare of many. His point is that what society can give 
the individual depends on the individual's support of law and order in 
society. “What sodety can give is dependent on what the aggregate 
of individual men like Mr. Smith can think and do.” Obviously, how- 
ever, as Kilpatrick’s short history indicates, what the average indi- 
vidual may think and do wall depend to no small extent on his 
position in the social class structure. Is “society” an aggregate of Mr. 
Smiths whose interests and attitudes determine law and order, or is 
lav/ and order the result of the stability of institutions and the security 
of the mores? In Kilpatrick’s analysis the solution of social problems 
is seen largely in terms of the elimination of individual selfishness and 


the development of a positive intent to serve others. Mr. Smith is ad- 
monished to think not only of his salary but also of the success and 
good name of his firm; while the firm is admonished to think not only 
of its profits but also of serving the customers well, for in the end the 
good of each in involved in the good of all. The very factors, how- 
ever, that make for increased association of Mr. Smith with other 
members of his class and circle set up barriers between him and other 
citizens. What is his attitude toward members of other faiths? What 
rs his relation to the people who live on the other side of the tracks? 
What is his position likely to be on labor issues? 

The weakness of the individual-centered experimentalist analysis 
shows up in the discussion of economic problems. In his faith in the 
reasonableness of individuals, Kilpatrick is led to say that if labor 
and management could only leam to "confer honestly on a basis of 
getting at the best possible solutions of their difficulties, we would be 
spared many, if not most, of our industrial quarrels.” But, obviously, 
Z?" ?? n0mic ^ ues of our ate terribly complex- 
es -m indiviAml* ^ twe ^ n an ^dividual employer and his employees, 
2nd 2 local un5on - Labor problems involve 
p es of factors of national and international scope not 
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subject to anybody’s good will in any decisive measure- Some indus- 
tries have succeeded better than others in working out peaceful modes 
of settling labor disputes. Better attitudes have no doubt contributed; 
but the main advances in employer-worker relations have been gained 
after much struggle and have been achieved through institutional 
changes brought about by labor organization and legislative action. 
While "social change" may redound to the general welfare in the 
long run, we should not blink the fact that it involves a conflict of 
interests that cannot often he resolved by appeal to good will an 
intelligence. In the best compromise some are bound to lose. In 
instances, changes in wage rates may endanger the survival o an 
industry or threaten the economic security of a whole community. 
Inadequate considerations of institutional arrangements has o 
Wishful thinking despite the appeal to "the method of into 

The fact that the important relations between individuals are 
within definite social structures, that they are mediated by i ca V’. 
they involve conflict as well as cooperation, is noted ? j-Whue. 
mentalists. But the importance of a consideration of the soc * 
ture and social conceptions in the development of P . 

its fulfilment as well as for its limitation, Y? ‘ Wed 
account. The experimentalist has endeavored to » failure 

individualism” by elaborating on the ‘ social theme, 
to give due weight to the port played by tehteUcos »nd t) 
lished ideas in the realization of the self has 
neutralized the proposed antidote to indivi ua ism. 

The individualist bias reveals itself also in the ££ °° 

personal experience as the basis of knowledge n j^^-Icdgc is 

find a certain inconsistency: the social na me t individu3l that corn- 

expatiated upon; still it is the apencnra: f U thinting in- 

mands authority. Despite the assumpti . ,j e ultimate 

wives cooperative inquiry and public oft<quolo l 

reliance on the individual breaks throng Unless one 

aphorism: -The phu.se ■think for « *** 

does it for one’s self it isn t thinking- . ' f _. m ; n r. an d testing 
"Only by a pupil’s own observations, re * lufiedand rectified.’** 
of suggestions an what he already knows be amplified 
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basis.* It finds no confirmation in the writings of Galileo himself. 
That two bodies of similar material but different weights would, if 
dropped from a height, fall to the ground at the same time hrid 
already been suggested by predecessors on the basis of reasoning 
which Galileo seems to have accepted. In fact, experiments of drop* 
ping bodies from elevations made by Galileo and others gave oppo- 
site conclusions— as they actually would on account of the factor of 
air resistance. But Galileo continued to hold the non-Aristotelian 
belief despite tire fact that the experimental evidence did not confirm 
the new view but tended to support the traditional common sense 
belief that heavier bodies fell faster than lighter ones. 10 This was not 
^ cau f he did not value experimental evidence, hut because he 
ought that the particular experiments made were not decisive as 
against the rational arguments that supported the new view. 

buipme is sometimes expressed that “the false theory" of Aristotle 
snould have been taken for granted for two thousand years without 
being questioned, still less put to the test of trial. As Herbert Butter- 
. in ^ discussion of the broader question of the 

it ino ^ on: “ — the Aristotelian teaching, precisely because 

SZT an intricate dovetailing of observations and explana- 
was K i° P iedsel y because it was part of a system which 

escane f 3C ° 0 ^ ^ ea * : ln itself— was hard for the human mind to 
P bed 3 stj ong hold on medieval scholastic 
“the ® Ans totelian view could not have been refuted by 

system of *be framework of the prevailing 

pendence rm tv, w ® abiess *b e Aristotelian view lay in its de- 
had to be ^ ^ movement— except falling bodies— 

Galileo’s exeat v su ? t3ine d by an impulse from without 
Suited in nart 'element in approximating the law of inertia re- 
ports which throu S h ***0°*! sitU * 

thinkable— as fn * ^ dominated by common sense, regarded as un- 
happen if an , 0 ui^ 4 . ,n ^f. nce ’ ^’ben Galileo considered what would 
motion into empty spacef ^rvard infinity continued rectilinear 

P noted many yean ago:. "A 
?P c ^nent had to do with WOli:s « surprised to find bow little 

5* Cfcma, of &= foundation of mechanics." 

^omp3ny r p v^T* ^ *7 Morris Cohen (Harcoart, Braes and 
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Observation, the use of instruments, and experiment— modes of 
scientific inquiry not as unusual in his day as popular accounts would 
have us^ believe — unquestionably played a decisive part in Galileo's 
discoveries. But an essential point is lost if one fails to note the con- 
ceptual background, the thought-frame in which he placed his ob- 
servations and experiments. There is agreement among students of 
Galileo’s works that he was greatly influenced by the Platonic view 
of nature as representing a geometrically ordered, rational universe. 
His tendency and his ability “to geometrize’’ a problem— along with 
his proclivity toward envisaging ideal situations— was a factor that led 
to his major contributions. Students of the history of science agree 
with the conclusion of Morris R. Cohen “that it was the Pythagorean 
conception of the book of nature as written in simple mathematical 
terms that led Galileo to look for and ultimately to see the simple law 
connecting the increased velocity of a falling body with the time of 
the fall/' 12 He was imbued with the outlook that nature represented 
a system which was “inexorable and immutable,” governed by exact 
laws which could be understood only through the language of math- 
ematics through "triangles, circles and other geometric figures.” Gali- 
leo’s opposition to relying on common sense observation alone was 
as strong as his lack of fai th in pure logic. He had an unbounded ad- 
miration for those who, like the ancient Aristarchus and the modem 
Copernicus, dared to defy common sense and to trust to reason 
instead. 

The achievements of Galileo, and of modem science in general, 
must be seen in the framework of the new intellectual climate that 
began to affect men’s outlook in the period of the Renaissance. Basic 
to the changed Weltanschauung was a great interest in nature; with 
this was associated the belief that there was a single lawful order that 
applied to both earth and the heavens. This denial of the Middle Age 
division between the supernatural and the natural made it possible 
to resurrect old conceptions that had been suppressed by scholastic 
authority. In his evaluation of the factors that brought about the 
modem scientific revolution Butterfield places the highest estimate 
on the factor of the transformation in the prevailing intellectual out- 
look: “We shall find that in both celestial and terrestrial physics— 
whicli hold the strategic place in the whole movement-change is 
brought about not by new observations or additional evidence in the 
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first instance, but by transpositions that were talcing place in the 
minds of the scientists themselves.” 1 * 

Scientific method in any period rests on a complex system of be- 
liefs partly recognized, partly subconscious which supplies the frame- 
work of inquiry and of valid reasoning. It is in reference to such bodies 
of belief that intellectual problems occur, arc defined, 3nd resolved. 
This view should be congenial to the distinctive Dewey conception 
which asserts tliat thought takes place in a cultural context But as 
in other aspects, the experimentalist emphasis on individual experi- 
ence counteracts a constructive insight The current interpretations 
of cxperimentalism in educational circles imply that the method of 
intelligence modeled on scientific method is opposed to any use of 
deductive reasoning— that effective thinking can be carried on with- 
out making presuppositions. It lays the emphasis on the concept of 
"hypothesis” in the sense of tentative holding of a suggestion. It 
encourages the suspension of judgment, expatiates on the provisional 
character of tmth, leaves the impression that the individual “think- 
ing for himself' plays the main part in creating valid knowledge. 

Science rests on assumptions and theories; it is only in intermittent 
periods that foundational concepts in any field are modified or 
changed— even then historical continuity is discernible. The scientific 
attitude implies a readiness to give up old assumptions and conclu- 
sions when those arc no longer tenable in the light of new factual 
evidence, or when a new theory offers a more comprehensive system 
°' ^nation. scientific method docs not require eternal univer- 
°ubt any more than it needs to posit eternal and universal truth. 
Vhen there is doubt, the purpox of inquiry is to arrive at better 
cone usions than hitherto held, not to pursue inquiry for the sake of 
er inquiry. Moreover, the contribution that any individual can 
nuke is small in comparison to the accumulated heritage of knowl- 
edge and research. b 


e *Pf nmei it a l method is identical with scientific 
cvcn when we deal with the natural 
inapplicable in the field of ethics and 
cx P en n*eniaJist concept of controlled inquiry 
ut v.ith an}' degree of consistency, it would require revo- 
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lutionary changes in economics, politics, and the general social struc- 
ture several times in a generation. The experimentalist, of course, does 
not intend to apply the laboratory idea to life in any mechanical 
fashion, recognizing the need of special "social instrumentalities" for 
the solution of social problems. But the experimentalists have not 
indicated what their techniques of social study should or could be. 
For the most part nothing more is offered than a reiteration of the 
notion that experimentalisra requires, in Dewey’s italics, a "willing- 
ness to reexamine and if necessary to revise current convictions, even 
if that course entails the effort to change by concerted effort existing 
institutions, and to direct existing tendencies to new ends.” This rea- 
sonable common-sense attitude hardly requires the defense, or is worth 
the designation, of scientific method. Moreover, Dewey prefaces this 
mild formulation of what is meant by "experimentaiism in moral 
theory" by a statement that many a conservative would endorse: "In 
moral matters there is a presumption in favor of principles that have 
had a long career in the past and that have been endorsed by men of 
insight . . . Such principles are no more to be disregarded than are 
scientific principles worked out in the past ." 14 

Despite the qualifications he introduces, Dewey insists to the end 
on the principle of "a common logical pattern in scientific and moral 
knowing .” 15 In a rejoinder to critics, he endeavors to meet the ob- 
jections to this view in a technical and abstiuse argument. He asserts 
that his critics misunderstand his position because they assume the 
traditional theory according to which knowing involves an accommo- 
dation of the self to conditions already fixed, while his own view is 
based on the idea that scientific knowing, as indicated in the use of 
experiment, involves a "qualitative transformation of antecedent con- 
ditions,” a deliberate modification through operational ideas of what 
previously existed. This view that all knowing involves operations of 
transformation, reconstruction, control, and union of theory and 
practice manifested in experimental activities, Dewey attempts to 
show, is derived from a transfer of traits usually implied in moral 
judgments to modes of attaining valid conclusions in the natural 
sciences. His point is that since the experimental method is drawn 
from moral judgments in life situations it is, in the first instance, 
applicable to the sphere of ethics. To put the matter on the level of 
ordinary discourse, Dewey believes that scientific and moral inquiries 
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have a common root in the need of meeting the problems that men 
face in life’s affairs and hence are subject to a common method of 
attack. 

This subtle analysis, assuming that it is correct, hardly helps us in 
the practical problems that we must confront in social life and in 
education. We may grant that, as seen by the physicist, all the colors 
of the spectrum are refractions of the common element of white light 
and that from the physicist's view of the matter this may have im- 
portant consequences. Still, in a large part of the world's work we 
must deal with color in its multitudinous appearances. Even if we 
grant that at certain levels of generalization, Dewey's conception of 
thought as a qualitative reconstruction of antecedent experience has 
meaning for all areas of inquiry, nevertheless for the field of edu- 
cation, which is a practical art, the usual distinction between judg- 
ments in the field of science and in the field of morals cannot be left 
out of consideration. If we should go so far as to concede that there 
is only a difference of emphasis— to which Dewey agrees— in the prac- 
tical application, this might be decisive. Moreover, to say that the 
fields of science and ethics are distinct, requiring in practice different 
modes of judgment, does not necessarily imply a "splendid isolation" 
of moral values, or a "rigid dualism” between scientific and moral 
knowing. Scientific knowledge may influence morals and morals may 
influence our use of science or limit our experimental procedures. On 
the contrary, only as we differentiate between the two fields can we 
recognize the possibilities and the limitations of the mutual inter- 
action. 


At the risk of belaboring the obvious we may assert that science is 
concerned with what is, not with what ought to be. It is properly 
defined as the persistent search for precise and systematic knowledge, 
or objective general truths about the world we live in. Science studies 
e facts and relations among the facts, arranges them in accordance 
wtfh a scheme of order, propounds theories to explain observed phe- 
nomena and aims to predict what will happen in given conditions. 

. concerned with existence, its limitations and its possibilities. The 
-atni must state what he finds whether the findings are pleasant or 

0r ^ ann ^ immediately useful or seemingly 
Si*!? ? . .J iencc h I* 3 * punned in a spirit of detachment The true 
enfast is the one who can say with Santayana: “The truth is cruel. 
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but it can be loved, and it makes free those who love it.” 

Jn the field of ethics, on the other hand, we are concerned with 
action, with principles for the direction of conduct, with what ought 
to be done in a given situation. In the field of science, suspension of 
judgment until all or sufficient facts are in is a virtue; different hy- 
potheses may be held simultaneously and experimented with in dif- 
ferent research projects. In the field of action, delay may sometimes 
be wise, sometimes fatal; in any case, to act soon becomes necessary. 
Every day brings a problem requiring a moral decision on the part 
of each one of us. In the field of science we can arrange an experi- 
mental situation, in the field of morals whatever choice we have is 
narrowly limited by the existing social organization. In the former the 
test lies in the future, in the observed consequences of the experiment; 
the essence of the moral difficulty lies in the fact that we cannot 
know the consequences, however carefully we calculate. In all moral 
decisions the emotional core of personality is engaged: needs, wants, 
aspirations struggle with each other; the issues cannot be judged 
wholly from the outside. 

These many differences between the nature of science and the 
demands of ethics would be sufficient to disqualify the experimentalist 
method as a means of establishing the principles of conduct. But 
there is even a deeper difficulty. In the field of science objective 
evidence is possible. Theories of nature are subject to the judgment 
of nature. In Bacon’s phrase: we “put Nature to the question." We 
ask nature about herself; if we know how to formulate the question 
we can get the truth out of her, at least an approximate truth. At 
times we may be able to coax her to respond by skillful questioning, 
at times we may need to use instruments even as Bacon said to com- 
mit violence upon her to extract her secrets— as we do in nuclear 
physics today. In ethics we can only refer to the opinions of other 
men. In science; we can have the impersonal evidence of an experi- 
mental test. In morals, we can have only testimony, the testimony of 
men of vision, of the poets, the saints and the phDosophers, of men 
whose Jives and whose words evoke a response in us. 

It is far-fetched to ascribe the crisis in contemporary life as Dewey 
does to divergent methods of inquiry in the field of morals and the 
field of science. On the face of it the "imbalance” in our civilization 
is to be found in the gap between the humane ideals of Western 
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civilization and its actual social, political, economic organization. The 
causes of the disparity are multiple and many-sided and can be under- 
stood only in the light of historical and sociological analysis. The 
age-long struggle in the world of ideas is part of it; but underlying is 
a bitter conflict of material interests— between family groups, classes, 
nations, regions, and races— a struggle for bread and for power. The 
study of history reveals a conflict between man’s vision and the actual 
circumstances of his nature in a world that is given, between bis 
divine image of himself as a rational, just, and merciful being and his 
existential character as a biological creature with the need of survival 
and master}-— even at the expense of his mate, his friend, and his 
neighbor if necessary. And for most men apart from the discipline of 
a religious or philosophic culture it has always seemed necessary. 

To summarize: Experimentalism fails to provide a basis for educa- 
tional theory. It is one-sided in its view of life as a process of con- 
tinuous change; it is in error in making the biological process central 
since education is always the expression of a definite culture; its inter- 
pretation of scientific method is questionable and misapplied to social 
affairs. Its emphasis on the social aspects of personality is weakened 
by its reluctance to establish clear social aims and definite criteria of 
value. It thus opens itself to the charge that, in effect, it promotes 
egoistic individualism which as one of its major purposes, it aims to 
combat. As an antithesis to policies based on the bare metaphysical 
idea of an unchanging reality, it has value in counteracting tendencies 
to social staticism. But in so far as it denies the necessity of definite 
assumptions, clear principles of action, and well defined aims, as it 
tends to do in current formulations, it falls short of fulfilling the 
essentials of a philosophy of education. 

As used in the field of educational philosophy, experimentalism 
urns on to be a vague term, connoting hardly more than an antag- 
omsm to dogma and uncritical traditional positions. It does not dis- 
v? df sufficicnt cla % from positivist empiricism or 
ttwlmVm ^ c f ncc P* _°f experience. Empiricism which draws its 
1 5 5°*? observation of existing situations is a more rcason- 
.*r^l° 3C . , ? ^^penmentalism to social investigation in so far 

is a hrrvifW D ^ specific reforms. The term experience 

well as fcnrr*W 3 T,” suggests the wisdom of ideas as 

well as knowledge of facts. But before the concept of experience can 
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be accepted as a basis for education, two provisos must be introduced: 
that the experience referred to is the experience of a community and 
not alone of an individual; and that the experience is evaluated with 
reference to its merit in promoting defined ends. The experience of a 
community is significant for education because it has left a deposit of 
valid beliefs and cherished ideals. 

The experimentalist, echoing the dictum, "not philosophy but 
philosophizing,” defines philosophy primarily as a method of con- 
tinuous inquiry. But if philosophy is to be of aid in the formulation 
of educational policy, it must not only raise questions, it must give 
answers. The philosophic enterprise begins with criticism. But the 
task of philosophy is not done until it reinstates beliefs— either a 
rationalized return to old beliefs, a modification of them, or a pro- 
posal of new beliefs. 
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BELIEF, AND THE PRAGMATISMS 
OF PEIRCE AND JAMES 


Emthasis on the signihcance of clear beliefs for the fonnu- 
ulation of educational policy indicates a deviation from the prey- 
alent experimentalist line. But it is not inconsistent with pragmatism 
as exemplified by Charles S. Peirce who originated it and by William 
James who popularized it. In both instances, the term “belief” plays 
a central part, although each is concerned with a different aspect of 
the concept. 


The first published essay in which Peirce presented his conception 
was entitled “The Fixation of Belief" As the title suggests, he is 
concerned with achieving secure beliefs, not with challenging exist- 
ing beliefs when these Still stand firm. He attacks the Cartesian posi- 
tion which directs us to begin the philosophic inquiry by questioning 
everything. Where no doubt troubles, Peirce is content not to raise 
any. It is only when accepted belief is found inadequate or inconsist- 
ent with facts observed— that is, when a belief is really doubted at 
heart— not merely questioned for the sake of starting a philosophic 
argument— that inquiry is demanded and becomes urgent. The pur- 
pose of inquiry, moreover, is not further inquiry but the finding of 
a solution that would terminate the doubt and reestablish belief, 
Peirce lays down the fundamental proposition: “the settlement of 
opinion is the sole end of inquiry .” 1 

Before presenting his own conception of how secure beliefs are to 
be arrived at, Peirce reviews three methods which are usually em- 
ployed in tire settlement of opinion. The first of these is the method 
of tenacity, the simple procedure of sticking to ones own opinion 
6 3 
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and refusing to give consideration to contrary views. Unless one 
isolates oneself completely, this method is self-defeating, since each 
dogmatist must clash with every other dogmatist of diverse opinion, 
and his confidence in his own belief will ultimately be shaken. So, it 
becomes necessary to fix belief in the community as a whole, and this 
brings us to the method of authority. This involves the creation of 
an institution with power to define the correct doctrines, lceep them 
before the people, teach them to the young, and prevent contrary 
doctrines from being advocated or expressed. But this, too, is bound 
to fail, since no institution can hope to regulate opinion on every 
subject, and no state can completely shut out the ideas emanating 
from other countries. 


The third method is that of the philosopher who accepts as true 
and “agreeable to natural reason” the consensus of views arrived at 
as a result of discussion. This method stands on a higher plane than 
the other two— the methods of tenacity and authority— and often 
leads to the adoption of scientifically determined conclusions. But in 
final analysis, it amounts to no more than affirmation of beliefs con- 


genial to a period. 

Peirce concedes that these methods have their advantages and in- 
deed are necessary for the maintenance of social stability. But if a 
man has chosen the truth as his loved and reverenced bride, to follow 
Peirce’s style of expression, then these methods will appear inade- 
quate. “To satisfy our doubts, therefore, it is necessary that a method 
should be found by which our beliefs may be determined by. nothing 
human, but by some external permanency— by something upon 
which our thinking has no effect ." 2 He hastens to add that such 
security of belief cannot be obtained by private inspiration from on 
high as mystics imagine. It can only be achieved by a form of inquiry 
winch leads to common agreement, by a method of investigation 
to public scrutiny, which wall end in conclusions concurred in 
by all the investigators. When a belief becomes untenable, the method 
o. science demands proposing another belief, which is to be held as 
3 !L )*P°thcsis to be tested by an arranged experiment devised spe- 
ci really tor the purpose. If the consequences anticipated from apply- 
ing the hypothesis and the consequences found to occur as a result 
?i\? C *fy Cnn,enl 3 / C lhc S3me » thcn we may call the hypothesis 
vaud: ,t becomes a belief. By this method persevering!)- applied we 
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would arrive at ever more dependable beliefs, which though always in 
some degree fallible, would steadily approximate more closely an ideal 
truth existent in the universe. 

In Peirce s conception, the testing of any hypothesis had to be open 
to observers; conclusions were to be subjected to public criticism; 
agreements were to be established by the consent of the community 
of scientists. ‘ The opinion which is fated to be ultimately agreed 
upon by all who investigate is what we mean by the truth, and the 
object represented in this opinion is the real." This emphasis upon 
the public and cooperative nature of inquiry has misled some writers 
into thinking that Peirce believes that tmth is a convention, the 
result of a consensus arrived at in group discussion. Indeed, he 
employs expressions which taken out of context support such a view, 
as when he speaks of his "social theory of reality” in accordance 
with which "reality involves the notion of community.” Nevertheless, 
this interpretation is an error: in Peirce’s view the inquiry carried on 
by the experimentalist method had to lead to a general agreement. 
Scientific inquiry compelled agreement, not as a result of the ex- 
change of opinion, but because of the verification of the hypothesis by 
objective evidence . 3 

Peirce’s pragmatism cannot be understood unless it is realized that 
he was a philosophic realist, his whole conception of scientific method 
being predicated upon the possibility of achieving universal truth. 
As the basis of his method of inquiry he asserts: "Such is the method 
of science. Its fundamental hypothesis, restated in more familiar 
language is this: There are Real things, whose characters are entirely 
independent of our opinions about them; those Reals affect our 
senses according to regular laws, and though our sensations are as 
different as are our relations to the objects, we can ascertain by rea- 
soning how things really and truly are; and any man, if he have suf- 
ficient experience and he reason enough about it, will be led to the 
one True conclusion. The new conception here involved is that of 
Reality .” 4 . , . .. 

At times, Peirce uses the term "truth” to signify this objective 
Reality, whereas at other times he means by if the beliefs about reality 
arrived at by scientific investigation. There is no genuine inconsistency 
between the two conceptions of truth. The scientific truth at any 
particular stage is not a perfect truth; on the other hand it »s not a 
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mere shadow of the truth, an appearance in the sense of an illusion. 
The scientific truth is an approximation of the real truth; hut an 
approximation of the truth can only have meaning in relation to a 
concaved existent truth which it approximates. What we know 
of truth is an infinitesimal part of the whole realm of truth; and for 
what we know of it we cannot claim exactitude, certitude, or uni- 
versality. At the same time, the knowledge we have, in so far as it 
has been the result of experience and experimental investigation must, 
at any stage, be regarded as reliable as far as it goes. The implication 
of his conception is twofold: on the one hand it instills a faith in 
historically developed beliefs as embodying validity'; on the other 
hand, it insists on the necessity of renewed inquiry when old beliefs 
are challenged. 

When doubt arises, then the method of resolving doubt is the 
method of experimental inquiry. In the field of knowledge, the rule 
to be inscribed on every wall of the city of philosophy is: "Do not 
block the way of inquiry.” But the purpose of inquiry is the settlement 
of opinion and the attainment of belief, which Peirce defines as "the 
demi-cadcnce which closes a musical phrase in the symphony of our 
intellectual life.” 3 As belief terminates doubt, thought relaxes and 
comes to rest for a time, and belief becomes a rule for action. As the 
belief is applied to action, it may again raise doubts; and thus belief 
is a starting place for thought as well as a stopping place. Thought and 
action while interplaying with each other are distinct and intermittent 
not continuous and identical. An important contrast should be noted: 
in the stage of inquiry the clement of doubt must prevail; in the 
stage of action conviction is essential. “If a proposition is to be applied 
to action, it has to be embraced, or believed without reservation. 
There is no room for doubt, which can only paralyze action.” 0 


In a second article, "How to Make Our Ideas Clear” Peirce proposes 
using the experimental method— which involves doing something to 
f T r J v ? n idea — a device not for the establishment of 

beliefs, but for the primary' task of ascertaining the meaning of proposi- 
uons. He takes his point of departure from Descartes' view that the 
clanty of an idea is an indication of its validity. Peirce approves of 
the underlying assumption that logic tequircs, as a first step, the 
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<*"£■«» of Mas, bill he points out that the Descartes method of 
establishing what ideas were clear was vague and largely subjective. 
Peirce then develops the essence of the pragmatic concept: that the 
meaning of an idea cannot be adequately determined by verbal def- 
inition alone; that in the end, the meaning of an idea can only be 
established through the application of the idea to action. In the 
last analysis, if two ideas embody different meanings, the differences 
must come to light in applying them to relevant situations; if, though 
worded differently, they have no differential effect, then the two ideas 
mean the same thing, or mean nothing. “. . . there is no distinction of 
meaning so fine as to consist of anything but a possible difference of 
practice.” Thus “for the attainment of clearness of apprehension" 
he arrives at the so-called pragmatic maxim: “Consider what effects, 
that might conceivably have practical bearings, we conceive the object 
of our conception to have. Then, our conception of these effects is 
the whole of our con cep b'on of the object." 7 

In the course of discussion, Peirce makes statements which give 
the impression that thinking is primarily instrumental to action, the 
idea which under the influence of William James came to be widely 
accepted as the essence of pragmahsm. In this essay, he says without 
qualification, . . the whole funcb'on of thought is to produce 
habits of action” In his last formulation, under the title “Pragmatism 
in Retrospect" he recalls the fact that his early reflections on the 
subject were stimulated by Bain’s definition of belief, as “that upon 
which a man is prepared to act,” a notion, Peirce remarks, of which 
"pragmatism is scarce more than a corollary.” However, even in 
these instances, it is clear that Peirce was concerned not with the im- 
mediate application of thinking to particular acts, but with the in- 
fluence of rational processes on general principles of action which 
would serve as guides in the conduct of life. His interest was in the 
relation of the logical to the ethical, not in the relation of thought 
to practical results in the popular sense. 

In later years, when James’ interpretation of pragmatism led to the 
misconception that it subordinated thought to action, Peirce as- 
serted sharply that if pragmatism "really made Doing to be Be-slI 
and the End-all of life, that would be its death. For to say that we 
live for the mere sake of action, as action, regardless of the thought it 
carries out, would be to say that there is no such thing as rational 
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the two conceptions differ greatly. It was James who gave to pragmat- 
ism the connotations with which it is now usually associated in the 
popular mind: that truth means successfully working belief, that it is 
significant only when it leads to action, that it is made by man, 
having no independent existence outside the human mind. As so 
baldly stated, these popular notions would not have been endorsed by 
James. Throughout his writings there are qualifying comments: any 
single favored belief must be in harmony with other beliefs one holds, 
a new truth to be satisfactory must be related to the fund of truths 
already achieved by mankind, the pressure of fact and the force of 
logic will limit our freedom in “truth-making.” And not least when 
James speaks of truth as the better belief, he says he means, “Better 
either intellectually ot practically.” He regards pragmatism as a 
mediating philosophy which attempts to satisfy the “tender-minded” 
rationalist who goes by principles as well as the “tough-minded’ 
empiricist who goes by facts. In a broad sense, both James and Peirce 
were concerned with satisfying the claims of both reason and 
experience. 

Undeniably, however, in their total impact the two pragmatisms 
create divergent impressions. Part of this is due to differences of 
temperament, vocation, and mode of expression. Peirce, the solitary 
student and scientist, was mainly devoted to working out ideas. “My 
book,” be wrote in an autobiographical note, "will have no instruction 
to impart to anybody. Like a mathematical treatise, it will suggest 
certain ideas and certain reasons for bolding them true; but then if 
you accept them, it must be because you like my reasons, and the 
responsibility lies with you. Man is essentially a social animal: but 
to be social is one thing, to be gregarious is another: I decline to 
serve as a bellwether. ’ James was the teacher par excellence, easily 
at home in the lecture hall and on the public platform. He was 
concerned to show that philosophy had a real meaning for conduct, to 
persuade that it could help man to build a good life. 

Interested as be was in the direction of conduct, James made 
central the activist implications of Peirce’s conception. This is in- 
dicated in the title of his address, “Philosophical Conceptions and 
Practical Results delivered in 1898 when he introduced the term 
“pragmatism” to the public and inaugurated the new philosophic 
conception as a movement m American thought Making full acknowl- 
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edgment for the use of the term to Peirce— who bad explored the con- 
ception and employed the word in discussions but refrained from 
using it in print— he gave it the active emphasis: "The ultimate test 
tor us of what a truth means is the conduct it dictates or inspires.” In 
Pragmatism, which carries the subtitle "Popular Lectures on Phi- 
losophy,” he makes many statements which give support to the 
popular misconception of pragmatism: . . an idea is 'true' so long 
as to believe it is profitable to our lives. . . . What, in short, is the 
truth’s cash-value in experiential terms? . . . Truth is made, just as 
health, wealth, and strength are made, in the course of experience. . . . 
’The true’ to put it very briefly, is only the expedient in the way of 
out thinking, just as * the right’ is only the expedient in out way of 
behaving.” 1 * As noted above, there are qualifying statements, but these 
are so to speak "recessive”— the dominant theme is that "truths” are 
good beliefs which are satisfying and useful. 

The difference between Peirce and James did not result mainly 
from the latter’s use of vivid language in the effort to put the message 
of pragmatism across. There are genuine disparities in philosophic 
outlook. Peirce’s view is grounded in objective realism while James’ 
outlook is nominalistic, strongly tinctured by subjectivism and in- 
dividualism. Peirce seeks general principles of explanation and the 
development of stable habits of action, whereas James characterizes 
pragmatism as looking away from first principles toward the facts and 
as encouraging the new and diverse. 

In the former view, truth is independent of what any one thinks 
it is, and the chief merit of the pragmatist method is that it pro- 
gressively eliminates the element of judgment; in the latter, all truth 
has a human ingredient, and a reality independent of human think- 
ing is regarded as very hard to find. 

In James’ forcefal words: "We receive, in short, the block of 
marble, but we carve the statue ourselves .” 15 And further: "In our 
cognitive as well as in our active life we are creative. We add , both 
to the subject and to the predicate part of reality. The world stands 
really malleable^ waiting to receive its final touches at our hands. Like 
the kingdom of heaven, it suffers human violence willingly. Man 
engenders truths upon it.” 1 * Peirce recognized the gulf between his 
own view and that propounded by James, and suggested renaming 
his brain child “pragmatidsm,” a designation he thought ugly 
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purport.” 2 Writing to James the day he received a copy of T he 
Varieties of Religious Experience, he expresses his accord with the 
viewpoint of the book in that it stressed the power of ideas, and 
remarks: “Pragmatism is correct doctrine only in so far as it is 
recognized that material action is the mere husk of ideas. . . . the 
end of thought is action only in so far as the end of action is another 
thought.” 9 Although it is true that Peirce believed that intellectual 
concepts had genuine significance for life, for him personally as 
scientist and logician, the import of pragmatism lay in its con- 
tribution to the clarification of the meaning of abstract terms. In say- 
ing that the experimental method was but an application of Jesus’ 
principle, “By their fruits ye shall know them,” he emphasized the 
word know. 

Peirce’s main interest as a philosopher lay in the natural sciences, 
in logic, and in mathematics. To what extent he meant to employ his 
pragmatic conception with its experimentalist implications to the 
field of ethics and religion is a difficult question to answer. Un- 
doubtedly, he regarded inquiry in these fields as legitimate and de- 
sirable. In one of his later essays, he refers to the problem of extending 
and modifying our beliefs in the face of the great changes wrought 
by modem science. “It is above all,” he writes, “the normative sciences, 
esthetics, ethics, and logic, that men are in dire need of having 
severely ^criticized, in their relation to the new world created by 
science. 19 But he adds: “The needed new criticism must know 
whereon it stands; namely on the beliefs which remain indubitable.” 
He had a high regard for the primary beliefs embedded in the com- 
mon experience of mankind, with reference to the existence of cosmic 
order, of the reality of God, and the significance of love. He seems to 
have thought that such concepts had a basis in human instinct, and 
that intuitive beliefs though general and vague, were more trustworthy 
^ cc P er k sues life than the results of scientific research 
which, attempting too great accuracy and too precise definition in 
dealing with the broad concepts of common sense were likely to fall 
into error. 

In discussing the religious question he says: “So, then, the question 
being whether I believe in the reality of God, I answer, ‘Yes/ . . . 
where would such an idea, say as that of God, come from, if not 
rom direct experience? As to God, open your eyes— and your heart. 
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which is also a perceptive organ-and you see him Now the only 

guide to the answer to this question lies in the power of the passion 
of love which more or less overmasters every agnostic scientist and 
everybody who seriously and deeply considers the universe .” 11 In 
his conception of the nature of evolution, he made agapism, the Jaw 
of love, the central controlling force, as it interplayed with chance 
(tychism) and with the principle of continuity (synechism) in de- 
veloping the universe to ever higher stages. Justus Buchler in his 
introduction to The Philosophy of Peirce touches a hey problem in 
the thought of Peirce and of pragmatism generally when he raises the 
question “whether the expcrimentalism and the agapastic idealism 
of Peirce are congruous .” 12 

In final analysis, the pragmatism of Peirce emphasizes continuity 
in development rather than the factor of change, the communal 
agreement as against the individual judgment, the importance of 
habit along with the recognition of spontaneity, the value of clear 
logical thought rather than creative intelligence.* He conceives of 
beliefs as dubitable and subject to criticism. This provides for 
progressive development, but the new is to be seen in terms of a 
substratum of the historically developed body of truth. Perhaps we 
need not go as far as Ralph Barton Perry who says “In short, for 
Peirce a conception had meaning only in so far as it expresses and 
promotes the idea of a well-ordered life.” But the balance of his 
view leans distinctly toward appreciation of the general and the 
universal, which make for uniformity and stability. As Professor 
Perry says, “For Peirce the good lies in coherence, order, coalescence, 
unity; for James in the individuality, variety, and satisfaction of con- 
crete interests .” 18 


3 

There are common elements in the pragmatisms of James and 
Peirce. Both wished to liberate thought from vague and meaningless 
verbalisms and to make abstract ideas effective. But taken as a whole 


* James Feibleroan points out that Peirce’s concept of ' a „d 

with die factor of love carries the seeds of its own supplant) 0 J ..^-L 0 f 
that his theory of probability logically leads to a denial of ># 
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enough to he safe from kidnappers.” It was, however, James con- 
ception which prevailed, as Ralph Barton Perry epitomizes the situ- 
ation: “Perhaps it would he correct, and just to all parties, to say 
that the modem movement known as pragmatism is largely the result 
of James’ misunderstanding of Peirce .” 17 

Professor Perry’s epigram should not be taken too narrowly— it was 
not entirely “misunderstanding” on James’ part. In the first place, it is 
undeniable that the implications of Peirce’s conception are in the 
direction of James’ insistence that to influence conduct is an essential 
function of ideas, although Peirce, more immediately concerned with 
problems in logic and science, did not choose to develop this aspect 
of his pragmatic proposal. James did not so much misunderstand 
Peirce as draw out the implications of the view with reference to the 
ethical and religious questions with which he was mainly concerned. 

In the second place, James was by no means merely a follower of 
Peirce. He, James, was in his own right a creative thinker, subject to 
the trends of thought similar to thpse which had led Peirce to formu- 
late the pragmatic conception. In any case, as both Peirce and James 
assert, pragmatism is a new name for some old ways of thinking. 
James’ use of the term “truth” when he means a warranted belief, 
and the term “useful” when he means significant as well as practical, 
has caused much misunderstanding. But his insistence that philo- 
sophic conceptions ought to have meaning for life, not merely for 
science and logic, constitutes a wholesome redirection of the phil- 
osophic enterprise, and brings back philosophy to its basic meaning as 
a love of wisdom. 

James’ interpretation of pragmatism is looser than that made by 
Peirce and subject to just criticism on logical grounds, but in some as- 
pects it represents an advance in thought not a regression. Peirce bad 
suggested that the rational purport of an idea lies in the future. 
James took this line out of Peirce’s writings and wrote his own 
chapter. Following the trail that the founder of pragmatism had 
blazed, he developed the idea that truth depends not on precedents 
of the past, but on possibilities of action in the future. Pragmatism’s 
central doctnne, the import of the consequences of a belief looks 
toward the future, the future of a world of many possibilities still in 
the^ process of becoming, a world which men can still influence by 
taking thought . 18 
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In the Will to Believe James makes his major contribution. This 
title is unfortunate, as James later realized — “And the critics neglect- 
ing the essay, pounced on the title.’’ That the will can create truth in 
the face of contradictory facts, that, by mere willing, the false can be 
turned into the true, or that strong wishing is sufficient to accomplish 
a desired goal, James along with his severest critics would certainly 
deny. He should, as he noted, have called his essay, “The Right to 
Believe.” James’ point was that in the great issues of life, not suscep- 
tible to decisive evidence, men have a right to hold fast to their 
ideals. We are, in any case, forced to believe or not to believe, and 
our belief is itself a factor in determining the future course of events. 
To discover whether our belief is a true one, it is necessary to act on 
the basis of our belief, and our acts are turning places in the road 
of life. Will hamessed to vision can change the world in which we 


live. We are not mechanistically controlled by the past. 

In the transition from Peirce^ the logician and the scientist, to 
James the psychologist and moralist, the experimentalist concept 
underwent a radical change. In the former, experimental method is 
a procedure designed to transform a hypothesis into a conclusion, in 
the latter, “experiment” implies taking a chance, trying out something 
new. Accordingly, the word “belief’ carries in each case a different con- 
notation: in Peirce, a belief is a habit of thought, an assertion of a 
principle warranted by experience, whereas in James a belief is a 
hope allowable in the context of accumulated knowledge and logi 
inference— a hope which requires human effort to make it come a out. 
Both conceptions of belief-that warranted by inquiry and that which 
is warranted by faith-are valid, but it is necessary to keep the two 
meanings of belief clearly distinguished in our minds. Only e 
is based on experience, the second being grounded m v ^ 1 . on ’ 
the essence of the matter is that it may be held despite ordinary i ar- 
perience. Between faith and experience— ^ however cose y ^ 
be related— a gap exists; this is alvrays an element of tension between 
the actual situation and the conceived ideal. . ■ _ an( j 

In its tendency' to assimilate all knowing to scien ' between 
all thinking to experimental inquiry, the P ew ^^'’L ms q^e mer g- 
the two stools of the Peircean and Jamesian p ‘ 
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that which is warranted in fact and that which may he asserted in 
faith. Expcrimcntalism is thus itself guilty of the major fallacy it 
ascribes to the European philosophic tradition— its overoptimistac 
view of the harmony of reason and nature. Through a logical tour de 
force, experimentalism makes what amounts to no more than a verbal 
reconciliation of the ineluctible struggle in human existence— the 
conflict between man’s vision and the world that is given. It glosses 
over the recalcitrance of nature to human will and, as a consequence, 
fails to emphasize the necessity of commitment to the moral and 
rational ideal, if it is in dny measure to prevail. 

Following the pragmatisms of Peirce and James, we may say that 
educational policy must be based on beliefs— in two complementary 
senses. There are beliefs we must accept as truths, 3nd there are 
beliefs going beyond tmth but not inconsistent with it which we may 
entertain as foundations of faith. Within the cosmological framework 
described by the sciences, more than one way of life is possible for 
man. A degree of choice is granted. Once the choice is made, however, 
there arc corollary actions that become necessary, so that the "may” 
of belief, once accepted as a commitment, becomes a “must,” carry- 
ing with it subsidiary obligations. Just as the Catholic has definite 
articles of faith under the heading, "What Ever}' Christian Must 
Believe,” so the communicant of every other faith, including the 
democratic faith, must also have certain credos to affirm. The credos 
oE the non-dogmatic faiths may be broader and more flexible, lending 
themselves more easily to change and to individual variation in appli' 
cation. But a framework of beliefs is essential for education: of wh3t 
wc must believe in the way of knowledge, and what we must believe 
if wc wish the rational and moral vision to come true. 
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THE UNIVERSE OF NATURE 
AND THE IDEALS OF MAN 


Tjie divergences from the experimentalist view expressed in 
the preceding chapters are rooted in a difference of judgment as to 
the relation of man’s ideals to natural existence. The experimentalist is 
always at pains to stress the continuity of human nature with all 
nature, denying that “the social and natural are oppositional con- 
ceptions .” 1 He sees the physical, the vital, and the mental in terms 
of an ever-widening evolutionary spiral with “the social” as the high- 
est and most comprehensive category involving all the others. A 
balanced view', however, would give consideration to the aspect of 
discontinuity' as well as continuity in natural evolution and in social 
development. Strife as well as harmony is an ineluctable feature 
within nature and of man’s relation to nature. Evolution is not 
automatic: the higher forms of life, unless fixed by a supporting 
environment, are ever in danger of reversion to lower forms. The 
physical, vital, mental, and social categories represent contrasting 
orders which stand in relation of potential conflict as well as of co- 
operative association. Indeed, the view proposed here sees significance 
in the traditional dualistic distinctions of matter and spirit, of body' 
and mind, and of animal and human nature, and underlying all, the 
dichotomy between man and nature. 


The word “Nature” is properly used to signify “the familiar setting 
of human history” if we mean by it that part of man’s environment 
which was not created by man himself . 2 Nature comprises "the vast 
and varied universe," that long existed before mankind appeared on 
e terrestial scene and which provides the stage for the human drama. 
76 
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Man has grown within the womb of Nature and continues to live 
in her and through her. Man is dependent on Nature for his con- 
tinued existence, for his sustenance and his pleasures. But he is also 
subject to her inexorable demands, to her irregularities as well as to 
her laws. Although man is dependent on Nature, she seems oblivious 
of his existence; often careless of his welfare. 

Regarded from man's point of view some of nature's forces are 
good, serving his survival, ministering to his wants, helping him to 
fulfill his dreams. Other forces are, from mankind's point of view, 
evil, limiting his achievements, frustrating his desires, leading to his 
destruction. In balance, nature is roughly favorable to man's survival 
and permissive of his development, otherwise we would not be here. 
The earth provides a livable home; and nature has yielded to man's 
efforts to make the world he lives in more responsive to his needs, 
more conducive to his pursuit of happiness, and more expressive of his 
aspiration for order and beauty. But man's process of raising himself 
from the state of nature to civilization has been attended by toil and 
struggle; the basic needs of the masses of men have never been ade- 
quately met, and achievement has always fallen short of the vision. 
Man has exhibited extraordinary ingenuity in transforming nature's 
potentialities to his own uses, but he has also learned that he must 
conform to nature’s limitations and excesses. Often he has found it 


the better part of wisdom to accept what was given and to seek 
consolation through inner peace. There are both orders and con- 
tingencies in nature, but neither the orders nor the contingencies are 
harmoniously adjusted to man’s character. 

Man’s struggle is not only with original nature; it is also with the 
social orders which he has contrived out of nature. Nor is it merely 
an impersonal struggle of men against things and institutions. The 
conflict with his fellow men is more pervasive, certainly more bitter. 
Man’s struggle with man, moreover, is not only with his avowed 
enemies; it goes on between kith and kin, between the truest of lovers, 
between the well-married husband and wife. Deepest of all is eac 
man’s conflict with himself. These many conflicts have to do with 
the struggle for the satisfaction of wants, no doubt. But underlying 
them is, also, a struggle of man against his own nature, a struggle 
not only of need with need, but of need with desjre, and of desire 
with aspiration. Like nature itself in its relation to man, man s nature 
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is dualistic, and it may be added, ambivalent. 

The idea that man has a dual nature, part material, part spiritual, 
part animal, part divine, is deeply embedded in the commonsense 
tradition of mankind. The religious teaching of the Western world, 
generally supported by the philosophers, has emphasized the opposi- 
tion between body and mind, attaching a moral condemnation to the 
intellectual distinction of the two binds of substances. The struggle 
between the good and evil instinct in man is conceived as a struggle 
between the satisfaction of the material, animal body and the salva- 
tion of the spiritual, divine soul. Characteristic of the view' is that man 
is a unique creature who possesses a psyche, a mind-soul, which 
although situated in an animal body, affected and distorted by con- 
tact with its sensuous instincts and inclinations, nevertheless has a 


separate immortal existence of its own. There have, of course, been 
other views from earliest rimes. The disillusioned lay preacher, once 
Kmg of Jerusalem, bewailing the mortal destiny of all living creatures, 
cries out in despair, “the superiority of man to beast is naught,” and 
there are occasions which justify the pessimistic view. The pliflos- . 
ophers of the golden mean have taken a more amiable position, and 
sought to find a balance between bodily desires and spiritual aspira- 
tions, not generally denying, however, the opposition between the two 
aspects of man s nature. The idea of man as a dual nature, that he 
is ever vacillating between the two poles, the divine and the creaturely, 
has been the prevailing belief, maintained not only by the priesthood 
and the people, but also by the scholarly elite. 

Modem naturalism, in its various forms, has tried to dissolve this 
ualisri’c conception into a unitary body-mind view in which the 
mental and spiritual are regarded as developing out of the material 
and sensuous. The eighteenth-century version of the materialistic 
conception, as : illustrated in La Mettrie's L’Homme Machine , reduced 
man to a mechanism: human perception and judgment resulted from 
a more complex organization of the nervous system than that of the 
lower animals and plants. There was no essential difference between 
man the lower animals, the vegetable world and inorganic substance; 

a i e were guided by the same law's, all alike were the development 
ot an ongmal matter.” So strongly was La Mettrie imbued with his 
b r elieved an ape-which he likened to a deaf-mute- 
g e ransformed into a human being by a proper scheme of 
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education. With the development of the Darwinian conception, the 
earlier cruder conception gave way to the idea of the formation of new 
species by chance variation and survival of such types as were success- 
ful in the struggle for existence. But the tendency to explain human 
behavior in terms of a more complex development of animal behavior 
persisted, indeed became for a time, at least, intensified in the field of 
psychology. 

As Dr. Adolph Meyer relates, a superintendent of the Utica State 
Hospital in 1870 was proud of eliminating “mental and moral” factors 
from his list of the causes of mental diseases, on the prevalent theory 
that “mind cannot become diseased, but only the body.” 3 Only a 


genera b'on ago Dr. John B. Watson created a stir with his barren 
behaviorism which attempted to reduce thought to physiology and to 
erect a human psychology on the basis of the “conditioned reflex’ 
although its originator, Ivan Pavlov, had wisely applied the concept 
only to the life of animals with which he had experimented. Edward 
L. Thorndike developed a much broader form of behaviorism which 
took into consideration observable intellectual and emotional be- 
havior as well as external motor responses. But he, too, regarded 
human behavior as a more complex form of animal behavior, and 
entertained a low estimate of the impulsive power of ideas. 

In the analysis made by Dewey, there is a great step forward due 
largely to the introduction of the social factor into the biological frame 
of reference. Dewey recognizes three levels of reaction m nature: a 
first stage dominated by material-mechanical reactions; a second, 
characterized by biological-organismic responses; a psycho-physical 
form of behavior, typical of the higher animals, especially of man, m 
mnimunication are essential. In the last most 


which association and communication are essential. In the last most 
developed fonn, the environment is "spread out ; the eyes as distance 
receptors” mate it possible to respond to features m the “j 

with which the animal is not in direct contact; a vague P f °! 
the state of affairs relevant to success or failure develops as tMing. 
He concludes that: "'mind’ is an added property assumed by a 
feeling creature, when it reaches that organize interaction wrth other 
living creatures which is language, communication. „ 

This analysis goes far in ascribing s, gniHcance to 


• giving to human life its distinctive quality. Nevertheless, Dewey 
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not liberate his conception entirely from the “reductionist fallacy” of 
explaining the higher levels in terms of more complex organization 
of lower forms. He still builds his system on the organismic pattern of 
stimulus and response, his analysis of the thinldng process is avowedly 
influenced by the biological survival theme, and he conceives of mind 
as falling within the psycho-physical level of behavior characteristic 
in general of animal response. He regards the social and the ideal as 
outgrowths of the natural, rightly emphasizing the continuity between 
the physical and the vital, on the one hand, and the mental and the 
spiritual on the other, but failing to recognize the possible opposition 
between them. The fact that the various levels of behavior so often do 
stand in opposition is the real problem in the organization of the 
ethical life. 6 


Likewise, the contemporary trend in psychology toward a biosocial 
approach linked with gestaltist and organismic conceptions represents 
an advance over previous individualistic views whether mentalist, 
mechanistic, or biological. In the field of psychiatry' as well as general 
p$)c oogy the biosocial approach is leading to a more realistic con- 
sideration of the actual societal forces at work in the formation and 
maladjustment of personality, as against exclusive concern with in- 
t» J! c 3 actors > libido and power drives taken independently. 
• ni d (T 'c W "° 7 modern naturalism, the bio-social approach 

w 1 7 s "° m 3 failurc t0 gi ve adequate consideration to the sodo- 
o^cat structure and to institutional forms. The “social” is defined 
of 611113 4 16 . re l a *i° n °f one individual to another, in terms 

tions rc a ^ ons /' P ar t that the mores, ethnic affiHa* 

thf* T Urrn §I{ i? denominations, economic institutions play in forming 
sneaW wel 11 “ in affe cting it detrimentally-is, generally 

to thp ■ 61(3 raa ^' ^ 0ie serious, perhaps, is the tendency, due 
nedect thp^^f 16 ? °, the biological stimulus-response pattern, to 
Natural;^ Play ed by ideas in mediating reactions to situations, 
tion to fhp V 13 ^ an * nva luable contribution in turning atten* 
wTleSl °- C ° n , tinUity ***"*“ the mind-soul and its 

joined together’ "tLrhVh faCt bod y and mind are ever 

forms in tiip »• '^ ber torms of life have grown out of low'd 

Sc" r, aty ,? rOC ? 5 - ■H" moral Pin is no less than the 

toward the wants of fl!!?Si I,aS ^ l ° 3 more favorab le disposition 
mote EcnSoS toll ^ a P ratCT attention to its needs, a 
generous tolerance of its vagaries, a friendlier attitude toward 
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pleasures in and of themselves. Not least, it has given us understanding 
of the significance of the satisfaction of bodily needs for the release 
of mind and spirit. By the same token, naturalism has brought about 
the realization that the mental and the spiritual do not always serve the 
truth and the humane ideal. The pure idea may be mistaken and 
the high-minded ideology may become fanatical— more destructive 
of the individual and of society than the carnal vices and the earthly 
vanities against which priests and puritans have ever fulminated. 

However, in its reaction against the sharp dualisms of the traditional 
religious and philosophic positions, naturalism has gone to the op- 
posite extreme of a denial of the subsistent antagonism between the 
aspects of the personality indicated by the terms “physical" and 
“natural,” on the one hand, and those symbolized by the words 
“mental” and "spiritual,” on the other. We may agree that human 
nature exhibits continuities with animal nature, that the social has a 
natural basis. But we must at the same time recognize that there is a 
constant struggle between matter and spirit, between the humane 
and the brutish, between the impulses of the individual and the 
achieved social organizations. Our Western religious and philosophic 
tradition asserts that man is endowed with a psyche, with a rational- 
moral-spiritual soul, different in essentials from the physical or 
natural body. The error in the classic Christian formulation lay in 
confusing distinct aspects of the personality' with two kinds of sub- 
stance, material and immaterial, and in holding that the soul had a 
separate immortal existence and could continue to live in a realm o 
its own, released from bodily cares and disturbances. But its insistence 
on an essential distinction between material and spiritual, and its in- 
sight into the continuous struggle between the two cannot be dis- 
pensed with. The ancient Zoroastrian conception of a battle between 
the Power of Light and the Power of Darkness which has been a 
sorbed into Judeo-Christian tradition remams^a nKasarj-ida. Uur 
prosaic age may prefer depersonalized symbols but e « . 

of the unending struggle between God and Satan ^ the possemo 
of men's souls represents a reality that finds an echo m human 
experience of all epochs and civilizations. 


The acceptance of the Darwinian “ 

to explain human purposes in terms of the responses of (he loner 
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animals. No matter what the course of evolution has been, the 
vegetable, the animal, the human, must be studied empirically each 
on its own merits, each in its own area and in the context of the 
relations in which it is found in the present stage of development 
Obviously all things have common characteristics as things, and all 
organisms have common characteristics as organisms. But the char- 
acter of any genus, species, or variety, as well as of any individual, 
must be defined in what distinguishes it, not only in the qualities 
it shares with beings of the larger class of which it is a part Each 
type of organism has a life-experience which cannot be transferred 
to that of another type. As Ernst Cassirer has stated it, “The experi- 
ffices — a ud therefore the realities of two different organisms are in- 
commensurate with one another.” Quoting the biologist, Johannes 
yon Uexkull, he goes on to say, “In the world of a fly we find only 
fly things, in the world of a sea urchin we find only sea urchin 
things ” 5 


If this applies to lower stages of animal life, should we not assume 
that it is valid for the higher stages? Writing in the naturalist idiom, 
George Santayana observes in Dominations and Powers, “Mankind is 
a race of animals living in a material world.” He does not make this 
as a statement of the whole case, but rather as a starting point of 
analysis. But even so, it is misleading as a presupposition of any in- 
quiry into human affairs. There are all sorts of “animals,” ranging 
from the vegetable-like barnacle that lacks the power of mobility 
characteristic of animals to the anthropoid apes whose behavior on 
superficial examination in some respects reveals resemblance to that 
or man s. TW ii__» * . . . . . - 


f o me recognition or uns turrerencc 

r w ^ P* e sorting point A discussion of human affairs must 
he rebted to what is distinctive in the nature of man. 

, e accounts, man is distinguished from the lower animals 
differences. First, as Aristotle impressed on Western 
natare a Pascal animal, or better, “by nature 
crea From the time that he is recognizable as man, the 
i^K^T* - alw ? ys lived under sonie form of social— that is, 
sized Fv o '“Organization. A second characteristic, strongly empha- 
a world J 15 Jnan ' s tool-making proclivity*; man lives in 

a world of artifacts, m a world of arts and crafts. Along with this, as 
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universally recognized, man is distinguished from the dumb animals 
by his power of speech. 

There is a crucial distinction between the cries of animals, as a 
germinal form of speech, and the highly developed speech of man. 
The language of animals is emotional and subjective; it can com- 
municate a presence, a feeling, and a desire, but it can never describe 
objects or state a proposition. Human speech is not only a call, or a 
cooing; its major expression is in connected thought: "The difference 
between propositional language and emotional language is the real 
landmark between the human and the animal world .” 8 

The divergence, as Ernst Cassirer explains, may be described in 
terms of the difference between the use of "signs” which are part of 
the physical world and of "symbols” which are part of the human 
world of meaning. Animals are susceptible to signs; only the human 
being can make use of symbols. Man can properly be called animal 
symbolicum, for it is his ability to use symbols to stand for things 
and experiences that distinguishes him. "As compared with the other 
animals man lives not merely in a broader reality; he lives, so to speak, 
in a new dimension of reality. ... No longer in a merely physical 
universe, man lives in a symbolic universe. Language, myth, art, and 
religion are parts of this universe. They are the varied threads which 
weave the symbolic net, the tangled web of human experience. 

The symbol-using capacity rests in turn on man’s ability to conceive 
images. Man is par excellence the image making, idea creating anima . 
Wolfgang Kohler, whose Mentality of Apes constitutes a histone 
study, concludes that the wide gulf which separates the anthropoids, 
despite their intelligence and sociability, is due to this narrow rang 
of “image-life." There may have been beginnings of the dmtopme 
of the image-mating capacity among the higher apes, as , 

in the province of tool-mating, association, and 
as Cassirer says, . . they did not reach the threshold of the human 
world. They entered, as it were, a blind alley- - - .- on 

What is unique about man is that he has the pmver of rmgnation. 
The human being can disengage himself from the 
cular situation in time and place and view i rem ^ 

wider perspective. He can recall the past ^andm ^ ^ ^ a 

can try to divine the future and P 1 " '° ny ' IivK an d not least in 
different country from the one he actu y 
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srgmuc2nce from the moral point of view, he can pat himself is 
another persons place. Man’s poorer to cons tract hypotheses which 
plars so important a part in scientific thinking depends upon a fruitful 
imagination disciplined hr knowledge. Man dreams, has visions, 
constructs ideals; he can “create another world to live in,” which 
Santayana remarks in the Life of Rceson is what we mean by basing 
a religion. Man does not react directly to the actual world of nature; 
his imagination is interposed between himself and the physical 
unr.'ene. He cannot avoid living in a world of spirits and symbols 
whether this helps him or hurts him: he lives in a world of imaginary 
evils as well as in a realm of hoped-for goods, in a world of iHcsion 
as well as in a world of conceived rational order. 

Imaginative thought divorced from proper relation to natural ex- 
istence m2y evanesce in mystic communion, ran riot in speculative 
disorder, even lose itself in deviations of insanity. Nevertheless, all 
faizher inteHeetml and rnnnl 1If*» I* J j * .. _ .1 •_ 



— — **} uic aau 01 me smn sense. 1 lie 

SL- il P 0 ® 1 * for ns to perceive stable relations 

snlton tie Era of experience and to construct them in mental patterns 
ra rdeas. Man ran abstract and generalize, and, on the basis of 
|?-^f 3b0 \ daS1 ‘ ; ob i«*, formnlnte scientific principles hr 
^hrch he ran better nnderstand the rarid and to a degree, control it 
ran see his praent experience 
P S °! a of “snrin space and Kmc, and as D- H- 

gStabfe? 5 beanhMI l' 5353 “«* «■= little life in the did- of the 

tiUbalf^ m ^ CS . int ? L ’ ; = The highest fnncKon of 

° E Good- Man ran form an 
P— a standard 
bv th- same 111^, ** hldh hc ran “Harare his actions; 

firm to man’s lifts.-;-. I u “l achievements that ]ead .hstmo 
seqne^rf =>*, and religion-are the con- 

of themnnedbteneSSth- 5 ^^ 1 ™ 5 *-^ 0 ™ **“ daIniMlitm 

and create, in th- lidrt o' experience and lire, and act, 

- ra to. fight of some deal by which the sensnons sKmnla- 
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tion and impulsive drives are mediated and transformed. Imagination, 
abstraction, universalization, idealization are the essential attributes of 
man. Ins tod of the naturalist presupposition “that mankind is a 
race of animals living in a material world," it would be^ truer to say, 
man — in so far as he is man — is a unique creature living in a universe 
of spirit.” 

This unique ability to guide action by ideas, however, is a recent 
mutation in animal development; it has as yet not attained the 
Strength or stability of an instinctive reaction. To speak of man as 
homo sapiens contains more of hope than of actuality. Man endeavors 
to fix his conceived better ways of managing life in material and 
mental tools and in social institutions. But the vital energies which 
express themselves in instinctive impulses remain as disturbing forces 
which press against the confines of institutionalized forms. In a 
memorable passage Santayana has described the life of reason as: 

. . the happy marriage of the two elements— impulse and ideation 
—which if wholly divorced would reduce man to a brute or to a 
maniac. The rational animal is generated by these two monsters. He 
is constituted by ideas which have ceased to be visionary and actions 
that have ceased to be vain.” As in common life, however, one may 
remark, it would require a fortunate conjunction of events and 
characters to bring about a happy marriage and maintain it securely, 
and even in the harmonious union, conflict, it would appear, is rarely 


It is this basic fact of human existence that our religious tradition 
reflects in terms of the struggle between the spirit and the flesh—a 
struggle between man’s divine image of himself and what he actua y 
is under the press of impulse or circumstance. Man acts on vanous 
levels of behavior. To the many designations that have been made— as 
homo sapiens, homo faber, homo ludens, we may add another, nam y 
homo ambivalens. Man wavers between the two poles of is . na 
the animal and the divine. Organisms below man have a ev 
stable relation with their respective environments, their structurean 
functions being well adapted to their usual surToun in S*; J 

a recent emergent in the line of evolution, lacks by na 
character. A lion acts like a lion, a lamb like a lam , 
being created in the image of God but a little lower .wifies' 

may achieve saintliness. But he may also act in a w y 
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calling him a “wolf," a “pig," or a “rat." Man can sinfc below the 
beasts into bestiality. 


3 

Original nature endows man with potentialities but not with defi- 
nite character. Man acquires his human nature by a twofold process 
—through participation in the institutional life of society' and through 
living in a universe of conceptions and ideals. The institutions which 
have developed in the course of cultural evolution give expression to 
natural impulses, canalizing them at the same time into orderly 
forms. We sometimes speak as if men possessed rational and moral 
faculties within themselves; it would be nearer the truth to say 
that reason and morality have been built into, and subsist in, the 
institutions of civilization. Insofar as the great majority' of men live 
a decent life above the level of impulse, it is because elements of 
the good, the true, and the beautiful are embodied in the laws, the 
mores, the arts, the sciences, the religious practices, of the communities 
with which they identify themselves. A higheT degree of humane living 
is achieved when men become aware of tire ideals that are implicit in 
social practices and attempt consciously to guide their own actions 
and to rebuild the institutional life in the light of their ideals. Less 
frequently, men aspire to direct their lives by a conceptual pattern 
of values which transcends any particular society' as is the case of the 
saint and the philosopher. 

Both way's of life, the social-institutional and the religious-phil- 
osophical, involve the organization and control of natural impulses 
by means of supra-natural standards. There can be no “self-control” 
apart from relation to a system of institutions or a pattern of ideas. 
The self-discipline imposed by ancient schools of philosophy. Stoicism 
and Epicureanism, involved a regimen of life as well as a system of 
beliefs. And what is true of these philosophies is even more palpably 
the case with the religions. Life on a moral-rational plane always 
involves a tension between the line of least resistance — the instinctive 
or routine way — and the conceived possibly better way. There is ever 
a gap between the overflowing vitalities and the unlimited vision on 
the one hand, and the most liberal opportunities offered at any time 
by social organization. There is a distance between our instinctive 
desires and the possibilities of fulfillment, between actual practices 
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and approved mores, between locally approved social norms and the 
ideals of the national community, between the national and denom- 
inational ideal, however broad, and the striving toward the perfec- 
tion of the religious, philosophic, and social utopias. 

Human beings have the power of choice— that is their glory; but 
they also have the necessity of choice and that may often be their 
undoing. Freedom means a liberation of energies; it also involves a 
limitation. As on the chess board every choice opens some possibilities 
and closes others. There is point to the paradoxical definition of free- 
dom as implying conformity; i.e, Spinoza’s view of freedom as con- 
formity to cosmic necessity. Bacon’s adage that we master nature in 
the measure that we obey her, Montesquieu’s idea that freedom 
consists of adherence to law. And the testimony of the great saints 
that the good life can be achieved only through renunciation of the 
goods of life cannot be disregarded. These opinions may be one-sided, 
perhaps not applicable to all men, to all times, or to all places. The 
good life in which a measure of freedom is essential, it may be said, 
requires an equilibrium of expanding vitalities and ordering restric- 
tions. But the doctrine of the need of limitation is no more subject to 
error than the contrary view that the good life means emancipation 
from the restraints of the institutional life. 

Education is the process of transforming a creature of nature into 
a human being. This requires socialization— in the sense of habitua- 
tion to institutional life— and idealization— in the classic sense of 
deliberately forming human character in accordance with an ideal. 
The liberation from the confinements and rigidities of institutional 
life cannot be achieved by the rejection of law and convention but 
by their continuous reconstruction through the agency of ideas. 
When the ideal of the good life is too far removed from the needs of 
the common, garden variety of mankind as in the ascetic aspirations 
of the saint, this may lead to withdrawal from the communal life 
and to a precious concern with the salvation of one s own soul. 
When the institutional structure does not permit the satisfaction of 
basic needs or suppresses man’s urge to freedom, resort may he had 
to revolutionary action for the purpose of a radical reformation. There 
are occasions when both types of rejection of the easting political 
and social constitution may be regarded as falling within the category 
of the rational. But where the ideal itself grows out of the needs and 
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the aspirations of man living in society, a continuous dynamic inter- 
action takes place between the ideals and the institutional life. Th CTC 
occurs, to borrow a phrase which the late Charles A. Beard Hted to 
use, "the involution of ideas and interests moving forward in time. 

We return in summarizing to the thesis that a philosophy of educa- 
tion must be predicated on a clearly formulated conception of a waj 
of life in a definite society. Tension is established between the con- 
ventional way of life embodied in the existing laws and customs and 
the ideal way approved by our reason and conscience. The conception 
of an interaction between the ideal and the actual is in harmony with 
the experimentalist mode of thought. The point here made in diverg- 
ing from the experimentalist emphasis is that in order that there may 
be an interaction the ideal must be formulated as a firmly held belief. 
Those who assert that nature has no dear destiny for man need all 
the more to draw a design for living out of man’s vision and 
experience. 
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ETHICS AND POLITICS AS BASIS 
FOR A PHILOSOPHY OF EDUCATION 

A definition of philosophy in terms only of process and 
inquiry is inadequate for educational policy. While the idea of a 
continuous quest must ever remain an element of living philosophies, 
tire search insofar as it is to lead to action in any given society must 
eventuate in a clearly formulated communally accepted pattern of 
beliefs. A philosophy need not lay down the law in specific cases, 
but it must be definite enough to suggest a policy, it must support 
conviction on major issues of principle, and, in some instances, 
involve a commitment to "absolutes.” 


Schools of thought which avow absolutes as a basis of education 
usually derive them from a conception of ultimate reality, the search 
for which they identify with metaphysics . 1 "Metaphysics,” as a char- 
acteristic statement has it, “is the real support of ethics, or the theory 
of the good life and right conduct. It is clear that one’s conduct in 
important life situations depends on one’s scale of values, itself de- 
pending on one’s idea of ultimate reality .” 2 Underlying this concep- 
tion of the nature of philosophy is an ancient view that there are two 
worlds— on the one hand, the world of human experience which is a 
world of appearances, and a world of reality, a good and a true world 
that lies behind it which we may come to know, or at least to glimpse 
by some power— revelation, intuition, or pure reason— which tran- 
scends ordinary experience. The belief that we can attain secure 
knowledge by a method which by-passes human experience is, of 
course, out of harmony with the outlook that underlies the position 
taken in these pages. Santayana’s opening sentence in The Life of 
89 
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Reason is to be accepted as the beginning of wisdom: “Whatever . 
forces may govern human life, if they are to be recognized by man, 
must betray themselves in human experience.” This, however, is the 
beginning of wisdom, not the end of it The rejection of a tran- 
scendental metaphysics and the acceptance of experience as a basis, 1 
must be admitted, does not get us far. 

A conception of metaphysics of some significance for educational 
philosophy is presented by the late R. G. Collingwood. His view is that 
there are two different conceptions of the nature of metaphysics dis- 
cernible in Aristotle’s w-ritings: one, that metaphysics is ontology or 
the “science of pure being"; the other that, “Metaphysics is the science 
that deals with the absolute presuppositions underlying ordinary 
science." 3 The definition of metaphysics as the science of pure being 
he regards as self-contradictory and nonsensical, long a source of con- 
fusion in European thought. “Ontology will be my name,” he says, 
“for a mistake people have made, Aristotle first and foremost, about 
metaphysics.” His point is that science, as generally agreed, is sys- 
tematic thinking about problems arising out of special subject matters 
involving special methods of inquiry, and accordingly a “science of 
pure being” is a contradiction in terms right at the start 
But the second meaning of metaphysics as the deliberate study 
of the absolute presuppositions made in any sphere of thought or 
activity’ Collingwood regards as of primary importance. In the last 
analysis, all thinking involves assumptions, some made consciously, 
others so deeply imbedded in consciousness and so fully accepted at a 
given penod that we may not be aware of the presuppositions that we 
entertain. These assumptions as requisite for the conduct of an in- 
quiry or activity' Collingwood designates “absolute presuppositions.” 
There are absolute presuppositions in any system of culture at any 
period in all the major fields of thought — in science, religion, politics, 
and in education. 

Metaphysics, Collingwood insists, is a historical descriptive study. 
It has only one function, namely, “to find out what absolute pre- 
suppositions have been made by this or that person or group of per- 
sons, on this or that occasion or group of occasions, in the course of 
this or that piece of thinking."* The absolutes revealed by the study 
of metaphysics are not verifiable or deniable, not because their truth 
is established for all time, but because the question of truth is 
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not involved. It is enough that they are fully accepted and do not 
stand in contradiction to other presuppositions held. Nor are the 
absolutes to be conceived as eternal truths. On the contrary, meta- 
physical truths must change when absolute presuppositions suitable 
for previous periods are no longer acceptable in the new frame of 
thought. Theie is never a complete unity among the presupposib'ons 
in various areas of culture in any period. It is the tension among the 
presuppositions that leads to historical development. "When there is 
no strain there is no history.” 

The presuppositions which underlie various aspects of any culture 
—political, religious, scientific— manage after a rime to achieve a 
workable unity, but the idea that they ever can achieve a complete 
harmony, Colhngwood believes, represents a pernicious error in 
philosophic thought. "A reformed metaphysics will conceive of any 
constellation of absolute propositions as having in its structure not 
the simplicity and calm that characterizes the subject matter of math- 
ematics but the intricacy and restlessness that characterize the subject 
matter, say, of legal and constitutional history ." 8 One stage of culture 
changes into another when the strains are so great that the precarious 
coexistence of presuppositions becomes unstable and gives way to a 
new set which are “consupponable” to use Collingwood’s own term. 

We need not subscribe to Collingwood’s limitations on the nature 


of metaphysics, or to his analysis of how strains in systems of culture 
come about. But the assumption that all ideas including metaphysical 
absolutes cannot be divorced from their historical-cultural setting is 
indispensable for the formulation of educational policy. Nevertheless, 
Collingwood’s analysis is not fully adequate: it denies to philosophy 
the function of criticism and unification, of evaluation and selection 
from among the several sets of presuppositions that are made at any 
particular time and place. Thus it divests philosophy of the function 
of lessening the strains that are brought about by different types and 
rates of change in civilization. It takes from philosophy its purpose 
of deliberate direction of social life. . 

A view that comes closest to representing a valid conception of 
the philosophy of education is refened to with approval Dewey 
although he makes only partial use of it He points out: Whenever 
philosophy has been taken seriously, it has always been assumed that 
it signified achieving a wisdom which would influence the conduct 
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of life. Witness the fact that almost all ancient schools of philosophy 
were also organized ways of living, those who accepted their tenets 
being committed to certain distinctive modes of conduct; witness the 
intimate connection of philosophy with the theology of the Roman 
church in the middle ages, its frequent association with religious in- 
terests, and, at national crises, its association with political struggles. 
Dewey makes this statement to illustrate the idea that philosophy aims 
not only to achieve a unified intellectual outlook but that it implies 
also a reference to conduct within a definite society. But there is 
more in the quotation than Dewey makes explicit. For in both in- 
stances, in the schools of ancient philosophy which w’ere fraternities 
as well as in the Catholic Church, the organized way of living was 
based on an acceptance of a definite system of beliefs. 

To sum up: educational policy cannot be based on a metaphysical 
position in the usual sense, e.g., naturalism, idealism, realism or prag- 
matism taken in abstraction out of a social context A philosophy of 
education must be related to the more inclusive and yet more definite 
range of considerations implied in the term “philosophy of life”— as 
illustrated by Stoicism, Catholicism, Communism, or Democracy. A 
philosophy of life, hence an educational philosophy, wall have two 
indispensable planes of reference — a definite community' and a cor- 
related pattern of beliefs. 

On the one hand, a philosophy of life implies membership in a 
community with responsibilities toward it. It involves a conception 
of the relation of the individual to the political and economic organ- 
ization and this is the case even when it deprecates or denies the 
value of life in the world. On the other hand, a philosophy of life* 
whether religious, political, or merely conventional, is associated with 
ideas and value- judgments, with comictions that transcend the con- 
fines of any particular society. 

A fully unified conception of educational philosophy would require 
an elucidation of a view with reference to man’s relation to the 
cosmos, a view of nature and of the character of man. But the heart 
of any philosophy of life is the pattern of personal and social be- 
havior which it prescribes or inspires. The ethical— as connoting the 
ideal type of behavior in relation to others, to the community as a 
■u “ ^ CaSt ’ to one s 07, * n se lf— fs the keystone of any philos- 
ophy of hfc. The term political as here used refers to the social- 
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institutional structure; as in the original Greek sense, it bears the 
signification of membership in a community, and as in Plato and 
Aristotle, it implies the economic basis as well as the procedural forms 
of government. A philosophy of life aims at the integration of the 
political as representing an actual socioeconomic community organ- 
ization, and the ethical as representing an ideal type of human rela- 
tionship— both framed within a conception of the nature of being. 
The word “aims” is used with deliberation, for it is of the essence of 
human life that a perfect synthesis is not at the highest levels attain- 
able in the contingent world of existence. There is ever strain and 
struggle between the ethical and the political; the arena of this struggle 
is the realm of history. 


This proposed conception of educational philosophy is indebted to 
Greek classic thought as later modified by attitudes prevalent in the 
Hellenistic world. In Socrates we find clearly exemplified the inter- 
play of ethical and political— and the conflict between them— within 
an assumed metaphysical frame of reference. Socrates aimed to re- 
place the customary morality by an ethics based on knowledge and 
reason. He believed that a true conception of the good life could be 
achieved by subjecting one individual opinion to the criticism of 
another. The examination was conducted in public and the aim was 
to arrive at a consistent position against which no further argument 
could be brought. “The purpose of the Socratic dialogue is, by 
discussion with other men on a subject of incomparable interest to 
all concemed-namely, the highest values m human life-to rrach an 
agreement which must be recognized as valid by ereqame. 
we must guard ourselves against the anachronism of thuAmg that 
Socrates believed we could arrive at the truth by a consenmsof com- 
mon opinion. The process of Socratic questioning server 1 to bnn ; out 
contradictions, the elimination of which leads to Are eduction 
the consciousness of the divine truth rnnate m the hmm . rnmdJTm 

the human soul by God. 
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intended to adjust the individual to his society; but it is also the way 
to the vision of absolute truth, and that vision is a vision of the indi- 
vidual soul. Apart from society and from social values, education is 
good in itself and for its own sake; its ultimate good is rather the con- 
templation of the reality which lies behind time and existence than a 
life of action among earth’s vain shadows— though we must always, 
Plato bids us, play our part like men among the shadows, and refuse to 
forget our duty to our fellows in the ecstacy of the contemplation. 


3 

With the downfall of the city state and the rise of empire, philos- 
ophy tended to turn more and more to a concern for the welfare or 
the soul, for eudaimonia, happiness for the individual. The idea or 
cosmopolites, of citizenship in a conceptual world-order was substi- 
tuted for membership in an actual city-state. This brought with it, 
at least in the abstract, a broadening of the sense of human kinship, 
so that in the Stoic view barbarians, slaves, and women come to be 
counted within the fraternities of men. With the denial of the oppor- 
tunity of effective participation in political activity, men endeavored 
to give order to their lives through “ways of life” organized around 
a conception of values related to a view of the nature of the cosmos. 
The bond of union through membership in the city-community was 
replaced by a sense of fellowship based on a community of ideas. 
Along with the decline of interest in political affairs went a lack of 
faith in the possibility of achieving happiness through secular satis- 
factions. Despite the variety of views and styles of life which they 
expressed, all the great philosophic movements of the Hellenistic 
age arc marked by a rejection of worldly values. Stoicism teaches dis- 
passion ( apatheia ), indifference to whatever befalls us whether of joy 


or sorrow, in the resolute pursuit of reason and duty. Epicureanism 
counsels freedom from distraction ( ataraksia ), and the seeking of the 
sweetness of life through tilling the soil and through affectionate 
friendships. Neo-Platonism calls for, as its first condition, the purging 
of the soul {katharsis) from all contamination with the sensuous 
There is one faith they all exhibit in common, as Gilbert 
Murray sums up: “Faith in the absolute supremacy of the inner life 
over things external /* 10 

With Christianity the movement toward the separation of the in- 
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dividual s happiness from the welfare of the civil community becomes 
crystallized and later embodied in an Institutional form. Concen- 
trated on the problem of salvation for the individual soul, the Chris- 
tian was prepared to sacrifice membership in the state for the sate 
of the beatitude to be achieved in living under the sovereign wall of 
God. For loyalty to the city there is substituted allegiance to the 
church in which all who accept salvation through Christian faith are 
regarded as equal, and from which in the words of Paul "neither Jew 
nor Greek, bond or free, Barbarian or Scythian, male or female” are 
to be excluded. When Rome adopted Christianity as a state religion, 
Jesus’ instruction, "Render unto Caesar the things which are 
Caesar’s,” became an established principle. But this acquiescence in 
the demands of the state only served to strengthen the fundamental 
principle that the spiritual and ethical life could not be lived within 
the political community; it could be attained in the monastery, in the 
inner life of the soul, and in the world to come. St. Augustine— who, 
as Emest Barker notes, wrote "the first great treatise on the theory of 


human community since Plato’s Republic and Aristotle’s Politics’ — 
brought the conception to a climax in his Civitos Dei and laid the 
foundation of the dualistic conception of the Middle Ages, of history 
as the conflict of the two cities . 11 In Santayana’s celebrated formula- 
tion this was an all pervasive conflict between "two moralities, one 
natural, the other supernatural; two philosophies, one rational, the 
other revealed; two beauties, one corporeal, the other spiritual; two 
glories, one temporal, the other eternal; two institutions, one the 
world, the other the church.” 

Underlying the several antitheses is a dichotomy between the 
ethical and the political aspects of life. In no matter docs the dualism 
of medieval Christian thought express itself so patently as in the con- 
ception of equality within the community of Christians, and the ac- 
ceptance of a sociological structure of inequality in the life of the 
world. The idea that men are equal before God is strictly limited to 
the religious sphere. "It is an equality,” as Ernst Troelsch has empha- 
sized, “which exists purely in the Presence of God, and m Him, based 
solely on the religious relation to God as the centre of the whole. 

The slave as well as the free, the woman as well as the nun, the poor 
as well as the rich, can participate in the Supper of the Lord as the 
festival of brotherhood, can lead in the public worship and is eligible 
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for the gift of salvation. Even here, in the religious phase, the equality 
before God does not signify a claim on God, hut rather a negative 
equality in common human dependence in the presence of the in- 
finite power and holiness of God. It is by no means certain that all 
men have an equal right to redemption on the basis of merit alone; 
predestination of one and rejection of another lies within the un- 
limited decision of God’s omnipotent and sovereign Will. Be that 
as it may, when it comes to the question of applying the doctrine of 
equality to secular relationships and institutions, it is abandoned 
completely. 

The characteristic medieval Christian ethic required that men 
should love each other, that the rich give charity to the poor, that the 
poor should be grateful and not envy* the rich, that those in authority 
should as stewards of God care for those of low estate, and that those 
in the subordinate positions should respectfully obey, and that all 
should act in humility. But before modem times, there is no idea of 
removing the inequalities among men, or of improving social condi- 
tions as a foundation for the moral and spiritual life: “nowhere is 
there any talk of improving living conditions, but only of enduring 
thcxn and making them inwardly fruitful.” The germ idea of equality 
remains undeveloped: throughout the Middle Ages the church sup 
ported a hierarchical social structure based on gradations of authority 
and subordination. The obligation of every man was to remain in his 
class, whether high or law, and to discharge his responsibilities to 
mcml^rs of the other class. “The Christian virtues are not progress 
and change, but the preservation of healthy organizations and con- 
tentment with one’s present position in relation to the whole." 13 


The modem age which began with the Renaissance represented in 
iu major presuppositions a direct antithesis to the medieval system. 
As against the idea of a “fixed order of God,” as it has been called, 
0 P r0 S T csri\’c change becomes central. A sense of breaking 
, n s '° ,V! VoU 2 5 ains f tradition, of adventure into new realms, 
. WOrltL Freedom becomes more precious than 
SU -T* « life more to be desired than saint- 

the con^r rtnci P e of luerarchy of ranks and classes is supplanted by 
“ 1 lono a society in which each nun attains a position 
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consistent with his native abHities. The individual tabes the center of 
the stage, the self-made m3n of business vies with the well-bom aristo- 
crat, the man of science challenges the authority of the clerical elite. 
Science replaces revelation as the source of secure truth, and society 
is conceived, not as patterned after a divine plan, but as the work of 
men to be fashioned by human intelligence. 

The movement is in the direction of naturalism, secularism, and 
humanism. It is impelled by the idea of breaking down the medieval 
dualism of tliis-worldly and other-worldly orders. The dichotomy of 
spirituals and temporals is denied and a uniform world grounded in 
nature's laws is set up in its stead. Along with this general dissolution 
of the medieval dualisms, there is a return to the classic Hellenic 
ideal of citizenship — now conceived in terms of allegiance to the 
national community. The comiction gains ground that the good of 
the individual and the welfare of society are bound together. The cos- 
mopolitan ideal of the union of peoples under the direction of a 
universal church gives way to the conception of a secular international 
organization, a "Concert of European Nations” in which the sov- 
ereignly of the nation-state is preserved and the diversity of national 


cultures encouraged. .... tu 

The movement toward breaking down the division between the 
natural-secular order and the supernatural-moral realm reaches a 
climax in the eighteenth-century doctrines of enlightenment and re- 
publicanism. In the new scheme of thought, man is conceived essen- 
tially good— as are all things that come from the hands of the Author 
of nature. Society is infinitely perfectible; archaic institutions are due 
to ignorance and to superstitution. Reason, tolerance of Afferences 
free discussion of ideas, inquiry into the laws of nature espemnent 
with new social forms-these are the agenc.es of «"h"uous lramsn 
progress. Education-the general diffusion of knowledge and the pn> 
motion of a scientific attitude ef mind-comes h> be 
chief means for achieving individual freedom and advancing the g 


S °To^these rationalist beliefs of the intellectual elites of the ^ghten. 
meat, the political declarations of the nMj 
radical democratic creed: that gorernmen created 

natural rights of man, and on the ‘ c rnTf “ 

free and equal. This represents a radical attempt to make man. 
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merly conceived as equal before God, truly equal in the society of 
men. In part, it is a return to classic thought in that it reflects an 
endeavor to unite an ethical aim with a political constitution. But it 
is unprecedented: for the first time in human history government is 
to be founded on universal principles, of human right and of natural 
law that make no distinction of race, of class, or of church affiliation. 

The new philosophy of life may be termed “liberalism” if the word 
is used in a broad sense. Like all conceptions, it was compromised m 
the course of applying it. In its restricted meaning as formulated under 
the leadership of English thinkers during the nineteenth century, 
liberalism was tailored to fit the interests of the rising industrial mid- 
dle class. The Benthamites, who formulated the utilitarian position, 
rejected the conception of natural rights as a basis for government in 
favor of what they considered the more practical doctrine of utility 
and they made the security of property pre-eminent above the prin- 
ciple of equality. Nevertheless, liberalism, in its narrower as well as 
in its broader sense, retained the belief in a progressive realization of 
freedom and welfare. Its expounders hoped, indeed were confident, 
that under its direction a gradual but steady improvement in the life 
of individual and society would be achieved. 

In the countries which accepted it, new levels of achievement in 
industry and in science were attained. Society moved in the direction 
of a humane order of existence. There developed a greater regard for 
human personality. The standard of living was raised for an ever- 
widening group of people; education became widespread, almost uni- 
versal; freedom of speech, of the press, of association, and religious 
toleration were established as principles. Dogmatism tended to de- 
crease, a broader, less parochial attitude of mind accompanied growth 
of the liberal temper. But, as we realize now, its success was limited 
and partial. Liberalism won out in only a relatively small part of the 
world, and even in countries of the Western world and in the United 
States, where it took root, its achievements were partial and its ideals 
much qualified in practice. Today, the failures of liberalism tend to 
obscure its achievements. 

Toward^ the end of the nineteenth century, the economic doctrines 
and individualistic impulsions of liberalism began to be subjected to 
s arp cnticism. Its capitalistic structure and its nigged competitiveness 
wcrc attacked from many sides. Christian moralists and secular 
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humanists united in condemning the worship of financial success 
and the vulgarization of culture in a civilization dominated by the 
money-mating drive. Socialists, utopian and Marxist, accused liberal- 
ism of joining with capitalism in betraying the revolutionary prin- 
ciples of equality and fraternity and of distorting the idea of liberty 
to mean freedom for the owners of property to exploit the working 
classes. Although liberalism held its own as the directing principle of 
social thought well into the twentieth century', the criticisms increased 
and gained in force after the First World War. 

In the last generation, new ideologies have risen which challenge 
the basic principles of liberalism. Communism rejects not only its 
capitalist foundation; it distrusts the spirit of free inquiry, denies the 
validity of the parliamentary system of government, and substitutes 
the method of revolution for gradual reform. Fascism repudiates 
liberalism in its entirety, its moral attitudes as well as its political 
doctrines; it denounces the basic principle of the Western ethic, the 
essential equality of all men, in its secular as well as in its re igious 
forms. Existentialism, a new way of redemption for the disillusioned 
intellectual, turns its back on the modem effort to embody etinaU 
ideals in the institutional life. The liberals of today are divided •memg 
themselves; they reveal a loss of nerve as bemused they face a world 
that has disappointed their hopes and seemingly rejected their faith. 

The opening of the second half of the twentieth century found an 
anxiety-ridden world. Although the cities which were mined ml to 
Second World War were slowly being reba«t Z, .^£1 
austerity relieved, it was evident that Europe had lost the Mcrh^p 
in civilization advance which she had enjoy 01 f nrK J 

Instead of the hoped-for one wodd s 

East was becoming entrenched, the former icn I ,hc other, 

upholding the liberal tradition in e geology of corn- 

directed by Soviet Russia aggTessiv y i ‘ ^ ^ nuc ]ca r weapons 

munism. The steadily mcreising i nSec uiity and apprehension. In 
deepened the widespread feeing growing curtail- 

the atmosphere of perple^ty and M Sfj&JZat times de- 
ment of liberty of and the fear of 

fensible, at times reprehensible, me 
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treachery do not permit niceties In any case, and there have always 
been political jackals ieady to prey on fear and hatred for their own 
purposes. But justified or not, the jailing of Communist leaders and 
the harassment of fellow travellers mark the passing of the old 
liberalism. 

To what degree has the decline of liberalism as a "life structure for 
the modem world,” to use John Haynes Holmes’ expression, been due 
to historical factors, to the unreadiness of the larger portion of the 
world— ruled by autocracies and steeped in ignorance and superstition, 
held back by poverty— to accept its enlightened and forward-looking 
doctrines? Or is the weakening of its influence, in recent decades, the 
result of error in its presuppositions, of failure to modify its doctrines 
in the light of intellectual and social change? 

The changes in thought and in life in the last half century' by far 
exceed the changes that occurred in the previous half mfllenium since 
the Renaissance. Most evident are the material developments that 
have transformed industry and greatly affected our whole w'ay of life. 
Of even more critical significance is the social ferment which inter- 
plays with the technological forces. There is rebellion against class 
domination and revolt of suppressed nationalities against imperialistic 
control. There is an "upsurge of the masses” which, in the backward 
countries in the world, expresses itself in the cry for a decent sub- 
sistence and which, in the more advanced nations of the West, in a 
dnvc for a fa:rcr share of the good things that modem technology 
can produce. 

The present attempt to sketch the outlines of an educational 
T ^ Mirf that ** m entering a new stage 

m wo:ld cinhation-a stage continuous with the previous libcralist 
5“ * d f c ? f,om *" a number of essentials. There is no 

Z. r 0f m ? n "n" ia with his many inventions-but 

alThriVibTih Ule P°” !iilit >- of doom in them. What we 

, *'V f W ° lW * nmr cnort nnder the aegis of democracy to 

rmninrlv^nTi "' ,th * political structme-to apply more 

onSS wlSv 3 ™ ld -’" d!: . 5a i= Ihe eighteenth-century dietrines 
o . T ° ,h ” nl-^ding sodal struggle 

££ * rchtcd - n>e «hn* to do so 

rhnSouhvof - r “ wm,cn !n ,h = of educational 

pano-^h, of marginal e.gm Seance when it i, not wholly irrelevant. 
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In this, there is a return to the classic Greek conception— as exem- 
plied in The Republic — of relating education to ethics and politics. 
The content of an educational philosophy for our own age will of 
course differ, because of our divergent conceptions of cosmic and 
human nature, of the relation of reason to experience, most of all 
because of our deliberate democratic purpose. A crucial point of dif- 
ference resides in the fact that Plato believed that education was a 
means of maintaining the good society after it had been once estab- 
lished while the democratic philosophy gives education an indispen- 
sable part to play in bringing about the good society. At the same time, 
the gradualist implications of the democratic process deter from pro- 
jecting utopian blueprints. Utopias have their uses in opposing passive 
acquiescence in the present state of affairs, in suggesting the ultimately 
possible and pointing to its direction. But as a basis for policy, the 
utopian ideal may be destructive. In the formulation of a social 
policy as framework for educational endeavor we must face the 
future— not the distant future but the emerging era. 

In the endeavor to base educational policy on some conception of 
the nature of the emerging social order, the present analysis parts 
company both with essentialist and with progressivist whose views 
were discussed in the opening chapter. The former would have us con- 
fine education to the transmission of the heritage of the past and to 
adjustment to present-day institutions of society. The progressivist 
would shun any definite formulation of policy as tending to fixity of 
position, particularly in view of the fact that we live m an i era of 
-'rapid change and an unknown future.” But, at is submitted , v , c 
know the immediate future Better than we know the past for it is to 
an extent only the present seen in d;nam.c terms. We ore already 
living in the emerging future. If we take into account the obscnuMc 
trends we can mfataize the element of enor jn d^ent ateg 
present in this world of contingency. If we hod toourpnnaples 
without dogmatism, we can readjust on. plans to the needs ofpnct.cc 

and to the test of events. nre- 

The future of society is not a merfamcal developmmt fon«rp£ 
determined: to an extent our beliefs, clearly and firmly held, cuter 
into the formation of the future. 
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PART TWO 


the emerging democratic order 


We cannot recover the past, but we can, 
within the limits set by nature and history 
and our own intelligence and resolution, 
make the future. We do make the future in 
any case. Even if, apathetic and resigned, 
we arc content to let things ride; even if, 
afflicted with the imperious ccnsenative 
mind, we strric in vain to return to the 
good old days — even so, we help to mate the 
future. But in that case we mate it by de- 
fault; and since we help to make the future 
in any case, it is better to help make it, 
not by letting things ride, but by having 
some idea of where things ought to go and 
doing whatever is possible to make them 
go in that direction. 

— Carl Becmx 
How New Wil l the Better World Be? 
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ENDURING IDEALS 

AND TEMPORAL DEVELOPMENTS 


The following chapters are devoted to outlining the ethical- 
political position requisite for a reformulated educational policy. Con- 
temporary trends in science and religion will be considered. But the 
central issues lie in the area of social thought. The main problems in 
educational philosophy are connected with the struggle of democracy 
with the totalitarian ideologies, with the effort to preserve its values 
and embody them more fully in the light of new conditions an pos- 
sibilities. The movement in contemporary social thought might De 
characterized by Stephen Spender's phrase, “Forward from Liberal- 
ism.” 1 The characteristic features of nineteenth-century lfocrahsmwiH 
be reviewed and the fundamentals that have been challenged by com- 
min im , and fascism discussed. From 1 Ms anal)® we may proceed “ 
formulate the main lines of a reconstructed concephon of dm*"* 
The term "democracy" is eminently fittmg as a to.gnahon ofthe 
pattern of Mas requisite to guide the educat.onal pmj»se J 
ethical and political implications. It has outgrown .its “ 
connotation as a method of government and Mined £ ° 
an allombracing philosophy of culture. Imphcrt . ® 
the outset, it came to maturity in our own century in .the .firsts « W 
withGe™nauto^cy,adi^gg i l = oo.oWoo^ 


racy, i ne struggle 

made the word "democracy’ a symbol 

way of life. philosophy, democracy may be said to 
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readies back to classic times. If there is warrant for the faith in the 
ultimate victory of democracy as a basis for a one-world order, this is 
because it embodies universal ethical aspirations and political prin- 
ciples which have found expression ever more fully— although always 
imperfectly— throughout the course of civilization. 

“Definitions,” as a recent statement has it, “acquire their full mean- 
ings in the course of the historical process. They cannot be used in- 
telligently unless we concede that their penumbrae are not easily 
penetrated by linguistic short cuts .” 2 It is important to emphasize the 
historical perspective as a corrective to current educational discussions 
of democracy. As noted in previous chapters, one fault of progressivist 
educational theory' is the failure to give adequate consideration to the 
structural aspects of sodety. The other is the tendency to neglect the 
historical background of ideas. As a result, the discussion of democ- 
racy in pedagogical literature tends to circle around the generalities of 
self-government, cooperation, intelligence, group participation, and 
the like. Important as such conceptions may be, without relating them 
to social realities and to perennial ideals, the discussion tends to lack 
content and to evade the difficult problems that must be faced in the 
attempt to implement democratic ideals. 

A review of the pivotal concepts that have gone into the making 
of modem democracy will exemplify the continuity in Western 
thought. It will illustrate the power of ideas in human history. It 
will, also, make apparent, as Lord Acton says, “that pure reason is as 
powerless as custom to solve the problem of free government; that it 
can only be the fruit of a long, manifold, and painful experience.'' 
The difficulties are not due to human failings alone; they are due as 
much to man's striving for perfection; not only to the obstruction 
that matter places in the way of vision but also to the struggle of one 
ld rjllr 1 anotheT - Ev «y great principle has its antinomy: the W® 
V - emtS need of law ; fre u rge for equality versus the 
need of security which property brings; the impulse for self-realization 
versus the obligation to the state; the necessity of civil law for each 
state versus the ideal of a universal law for the whole of mankind. 


< f JIt C o S ? m i^i COn ^ eptS ° f dcmocrac y as the aspiration for an ideal 
social order lie deep m the soil of the Judet^Christian and the Classic- 
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pressive one-man rule; tyranny would be exercised by a whole band 
of men elected by the populace when they flouted the underlying con- 
stitution of the state. Between the laws passed from time to time by 
the assembly and the fundamental law of the city, a basic distinction 
existed. The latter, as nomos, as a way of life, had a deeper rootage 
in the traditions of the community; to it was attributed the sanction 
of divine origin. In this unwritten law of nomos, the ethical ideal of 
justice is linked with the ideal of equality in a threefold sense— 
equality before the law ( isonomia ), equality of personal dignity 
(isofimto), and equality in the right to speak before the assembly 
(isogoria)? 

Basic to Greek politics was the principle of citizenship, the idea that 
the governed participate in the control of government. This represents 
an epoch-making advance over theocracy and monarchy, the political 
modes of the ancient East, despite the fact that citizenship in the 
Greek states was limited to the free-born descendents of the founders 


of each city-state, and excluded besides slaves, all “aliens”— Hellenes 
as well as Barbarians. An associated idea was the supremacy of the 
popular assembly, subject only to constitutional limitations which 
conferred on the whole body of citizens, in their several classes, the 
power to legislate and made the magistrates and other officers of go' f * 
eminent responsible to the will of the people. In practice, one class or 
another— the large landowners, the merchants and manufacturers, the 
farmers, artisans and sailors — usually exercised political control. In all 
forms of government, however, there were provisions for checking 
the influence of one class by that of another, so that all Greek govern- 
ments were based on the principle of a “mixed constitution.” Dis* 
cussion played a major part in the procedures of the assembly and the 
w courts, and thus the democratic principle of persuasion was sub- 
shtuted for coercion as the major element in social control. 

o these principles, Rome added the emancipation of citizenship 
from the connection with descent. Citizenship became a social honor 
and economic privilege which could be conferred on any person with- 
V 0 or nationality. This gain was, however, counter- 
• y diminution of the element of political participation. 
AUeady m the first century before the Christian era, the popular 
assembly had lost all real influence on legislation; under the Empire, 
tne ruler exercised absolute control. A vestige of the democratic idea 
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remained in the legal fiction that the power of Caesar had been dele- 
gated to him by the people. The Roman lawyers continued to insist 
that the state existed for the welfare of its citizens and that no gov- 
ernment was legitimate which did not derive its authority from the 
will of the people, and this theoretical legal position, a heritage be- 
queathed to the Middle Ages, became an important factor in the 
struggle for democracy in later times. 

With the extension of the Roman Empire, the Stoic idea of a jus 
naturale reflecting a rational order in nature became merged with the 
jus gentium, the body of law applied to cases in which citizens o 
foreign states were involved and which followed principles common 
to different communities. In practice as well as in theory, aw ee 
itself from reliance on separate national traditions and from the con- 
trol of particular states and came to be conceived as based on rations 
principles rather than on precedents alone. Law was no longer merely 
lex, the custom of the ancestors, it aimed to be jus a ci ancephon o 
justice to which civil government must conform. As A. V. Lino y 
points out, the Roman law "helped to create theconcep n 
munity greater than the state, to which men be on S nr incinlcs 
civilization within which men were governed by common pnnc^ 
in their relation to one another.- Roman law pbyrf > " »»l F rt “ 
making Europe one single civilization and one common.!), desprte 
its separation into many states. 

The era of a thousand years betryeen the si rth a n^ft; sWeenth 
centuries has generally been regarded a P hierarchical social 

on authority and obedience and in its suppo There is no 

structure, the very antithesis of demKrt* P^f ac ^ Hty stood 
period in history in which the p«jfe® held in serfdom, were 

so starkly in contrast. The masses of P P ^ were widespread, 
badly exploited, vfee and ignorance a g 0 f SOC lal control, 

physical torture was accepted as a usn i ov in<».kindness, the church 

Despite its high aspirations of ^anty a^ ^ q[ the times. 

itself was only too often guilty Uve of its own development. 

Nevertheless, looked at from the p rsp re <rarded as a penod of 
the Middle Ages, taken as a wboJe, must be^, d3ssic thoug ht, 

progress and not of retrogression. The synrn 
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Christian religion, and indigenous ideas and institutions which was 
brought to fruition in the twelfth and thirteenth centuries was im- 
measurably in advance of the primitive native, Gallic, Teutonic, and 
Celtic cultures which it replaced, and in its totality spiritually richer 
than the antique civilizations of Greece and Rome. 

The recognition of the two jurisdictions, of the prince over secular 
affairs and of the church over spiritual concerns, served as a check on 
absolutism. The royal power as avowedly Christian acknowledged the 
spiritual supremacy' of the church. Although the theory was as often 
honored in the breach as in the performance, this acknowledgment 
constituted an admission that political organization was subject to 
moral law. To the conflict between the church and royal power mod- 
ern democracy owes a debt for the subsequent victory of the right of 
religious freedom and the closely connected civil liberties. The separa- 
tion of authorities stood in the way of the rise of Oriental despotisms 
on the lines of the Byzantine empire, and has left with us a heritage of 
deeply rooted abhorrence of the totalitarian state. 

A related contribution was the affirmation of a conception of an 
ideal morality sanctioned by an authority that stood above the positive 
law. There is a continuity of thought between the Stoics and the 
teaching of the Christian divines in the assertion of the principle of 
a higher law—as the source of human right, of freedom, and of 
equality. The ideal, it was assumed, could only be lived in the world 
of the church, and in practice even there the ideal was often cor- 
rup e . ut the very assumption of a morality of perfection, even 
. 0 y poorly embodied, was an ever-present reminder of the 

ma cquacy of existing institutions. Modem humanitarian social 
^ w ] 1 ^ n ^ repudiates clerical authority, stems from the 

in^of sanct ion of the jus divinum with the jus naturde. 
arr^f5 ieval T**? ° f thought “^ed a tension between the socially 
C< ? a , nd * e ideal of a higher standard. A primary 

med 7 a ,! thought was that “obedience was due less to 
men tlian to pnnciple. 

cni^I- im r^ nt , a PP liC3ti0n this idea was the subordination 

the voice nfrtJ 1 ° ? kw of the land. United with the notion that 

suLrdimttn nfK° P rl e echocd the voice God, the theory of the 
tional covemmf-nt- at n S ^rried in it the germs of modem constitu- 
tional government Mars, lms of Padua, the able leader of the Ghibel- 
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tunes. Ultimately, the new forces at work led to an increase of liberty 
and equality. But at first the breakdown of the medieval system of a 
balance between the power of the church and that of the state— both 
under a sovereign law— gave way to an ascendency’ of absolutism, in 
both the realms of the church and the state. For the impersonal au- 
thority of law was substituted the personal authority of the king; the 
doctrine of the sovereignty of divine rule was supplanted by the idea 
of the unfettered competence of the nation-state. “All the religious 
authority which had been behind the law and the church was trans- 
ferred to the king ." 8 The new system of monarchical supremacy' was 
generally supported by the people and by the intellectual elite. It 
worked in with the rising spirit of nationalism; it led to strong govern- 
ment felt to be needed at the time; it curtailed exploitation by local 
barons and diminished the burdens imposed by the church. Jesuit 
and Calvinist theologians supported and rationalized the substitution 
of the authority of the sovereign for the authority of law. And the 
philosophers each in his own way fell in line with the new trend.* 
Nationalism, which at first supported the royal power— as against 
the local lords— later allied itself w’ith the middle class and provided 
the mass support needed to overthrow’ monarchical absolutism. Th e 
Reformation, in part a reflection of national and middle-class move- 
ments, underwent a similar change. There was much in Calvin and 
Luther that supported absolutism in government as well as dogmatism 
in religion. But the doctrines of the direct relation of every person to 
God and the emphasis on access to the Scriptures were factors in the 
development of individual freedom. The multiplication of sects, 
moreover, made imperative the toleration of dissenting opinion. The 
Funtans of the Left”-particularly the Congregationalists, Indepen- 
dents, and Quakers— made positive contributions to the development 
of democratic conceptions and attitudes. Their congregations consti- 
tuted self-governing bodies in which each member was equal. Each 
congregation was a fellowship united by common belief; discussion 

Ml* t H n 3 tr2Ce of irony, details for us: "Bacon Bxti 
to cSh all *ta»g hand ofkmgs. Descartes advised them 
autWy b 3blc -i° r<3ist tbdl Hobbes taught that 

op a^Ll S aSmt * ?>***«> « t0 5 

a Jew, assigned to the state th- aW^'™ SpII3 ? za - who was a Republican and 

tndfatb, ed, EssayTS* f && 55? C ° ntro1 of «**»■" (Gotrode.Hg- 
History of WeS, P*.75>- Bertrand Russell ru bs 

state was snore tolerant than the Srch" SpU30za 5 P°° tiTO: " In Holland, the 
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and consensus without the use of compulsion represented the ap- 
proved method of achieving decisions. 

The developments in nationalism and religion illustrate the prin- 
ciple that the significance of social forces cannot be evaluated apart 
from their relation to the political 3nd economic factors at any given 
period. The same may be said of science and its purported method of 
unprejudiced empirical inquiry. Here, too, the effects were in diverse 
directions. On the one hand, the realm of science represented a com- 
monwealth, a new international fellowship indifferent to class or to 
religious affiliation, composed of men dedicated to the advance of 
objective truth. At the same time, the Newtonian conception of a 
world made up of separate hard and solid particles was calculated to 
lend support, in this period of expanding competitive industrial order. 


to the conception that society was a 

individuals. Newton's suspicion of the method of deduc ion rom 
a priori assumptions and his diffidence toward the use o spec . * ?' 
hypotheses— which with him were cautionary’ measures in 
inquiry— could be employed to constrain social vision an 
a narrow utilitarianism. t . „ ^ 

A counterbalancing element is the concept o a P • . 

teenth century gave birth to two distinct t)?es- e ’ , d 
tan™ in «,&£ is bat represented 


collection of isolated ragged 


scribes the ideal society as a comi 


monwealth where all engage in 


accord- 


labor and all share the product of i" was the 

ance with need. More’s utopia was not an P jmapinative in 
work of an able business man and financier and Ow* “| “lian 
design was meant to be a guide to socsl ShSjSSS «r> a 
idea, best represented in S»r pranas ,B ^ ^ ^ (ooch 

sense, a counterproposal to Mores uwy . • interest lies m 

the question of the evil effects of P nv3 f the progress of 

the increased productivity to be brought ahoutj* ™ P ^ mj 
science and its application to human • democratic 

S25S scientific, technological approach 

of Francis Bacon. 
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centuries, the ideas which were f 
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were distilled and formulated as dear beliefs. In the conceptions o 
John Locke, who wrote, after the fact, the apologia for the English rev- 
olution of 1688, and in the ideas of Rousseau who helped to bnng 
about the French Revolution, we find crystallized the major political 
concepts of the modem era. Both accepted the social compact pnn- 
ciple but their varying interpretations of it reveal the ineluctable con- 
flict in democratic theory between the natural rights of the individual 
and the general will of the community, between the claims of property 
and the demands of equality. 

Locke’s political conceptions must be seen in the context of his 
great plea for the toleration of religious dissent. Whatever is permitted 
to the members of one religious community should be permitted to 
all Christians. "Nay,” as he says in one of his letters on toleration, 
“if we may openly speak the truth, and as becomes one man to an- 
other, neither pagan, nor Mohametan nor Jew, ought to be excluded 
from the civil rights of the commonwealth, because of his religion. 
This implies the foundation principle of modem democratic govern- 
ment: a clear distinction between the functions of state and church 
and strict separation of their competences. The state authorities are 
charged with the protection of civil interests, such as life and health* 
liberty and property, but salvation is beyond their powers and should 
therefore be beyond their meddling. Nor should the church, which is 
a free and voluntary association, interfere with the functions of the 
state or assume its coercive powers in ordeT to force men to accept one 
faith rather than another. 


His attack on clerical power is joined with opposition to political 
absolutisms. In the time-honored popular formulation: All men have 
natural rights of life, liberty, and estate; for the protection of these 
nghts men establish governments; if any government fails to fulfil 
the purposes for which it was created, the people have the right to 
change it; and if the government resists, the people have the right to 
Tesort to revolutionary means. In the historian’s more exact exposition: 
Oovemment is based on a contract and holds power only as long as it 
. e trust imposed in it. The government, as the executive chosen 
by society rruy forfeit its position if it violates the terms of its trust but 
^ Clf remains an d is entitled to choose another executive to 
? na r tU . ni1 "? hts of &e people. 7 The second version makes 
Locke s political theory asserts more than the responsibility 
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of government to the people; it limits both government and people by 
historically developed law as a means of preventing infringement of 
man’s natural rights. Sabine formulates Locke’s position as follows: 
“Legislative power can never be arbitrary, for even the people who set 
it up have no such power; it cannot rule by extemporary decrees, since 
men unite to have known law and judges.” 8 As George N. Clark, our 
historian, states it: “Revolution, on this theory, is the ultimate safe- 
guard of law.” Law— not the arbitrary will of the people— is the basis 
of freedom. 

The active political citizen, the voter, that Locke had in mind, was 
an owner of property. Locke’s defense of the rights of property repre- 
sented a broadening of the political base since he demanded rights for 
those who had acquired property by their own efforts in commerce 
and industry, as well as for those who inherited it. Charles Beard has 
summarized Locke’s doctrine as “the right of citizens to overthrow 
governments that took their money or their property without their 
consent.” 9 This is hardly fair, for prerequisite to Locke's conception is 
a belief in the inalienable rights of all men for protection of life and 
freedom of conscience— no small matters in the light of present-day 
developments. But Beard’s overstatement reveals important pomte— 
that the gains made for democracy in modem times were associated 
with economic struggle, that the advances made in political organiza- 
tion redounded mainly to the benefit of the middle, the manu ac ur 
ing, and commercial classes, and that Locke had little concern wi 
the common man or the poverty-stricken laborer o is 3j. 

There was a sharp contrariety, if not a contradiction, m 
mental assumptions implicit in Locke s conc^om n 
hand, echoing medieval political theory transmitted g aj 

Hooker, he regarded government as responsible o e Q n 

a whole and as concerned with the common goo ° Thomas 

the other hand, persuaded by the logic and ? sjchoh® rofTta«« 
Hobbes, he looked upon government as an ag® ,c y ' F. iueais 0 f $o- 

private interests of individuals concaved as e P t jj E 

defy. Lite the liberals oF the Inter thc prot Ktion of 

fact that the preservation of the common g compromise 

private rights might come into shatp conlhet . Locgs P 

might be defended as the bet the idea of 

possible In his day; however this may be. 
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the common good became recessive in his political theory, and the 
idea of protection of the liberty and property of private persons 
interference by the community’ became the dominant principle. T ic 
curious result in his social philosophy,” Sabine remarks, “was a theory 
markedly tolerant and critical in defending religious freedom an 
capable of being highly dogmatic in defending rights of property. 

The political thought of Rousseau whose doctrine began with the 
same double-barrelled assumption as did Locke’s, namely, that gov- 
eminent existed to preserve the natural rights of the individual an 
to promote the well-being of the community, led in the end to an 
emphasis quite opposite to that of the English philosopher. Rousseau s 
doctrines placed the emphasis on the need of subordination of the 
individual to the general welfare, on the exaltation of the will of the 
people as against the preservation of personal freedom. Fundamental 
to Rousseau's outlook is an insistence on political and social equality- 
He rejected the view that property qualifications or differences of 
wealth could justly have any influence on political organization*, every 
man should have one vote and a vote of the same value. For equality, 
Rousseau sacrificed individuality. Each individual, in the Rousseauan 
version of the social contract, was to contribute all of bis person and 
all of his power to the government when he voted for it, accepting 
henceforth its supreme direction as representing the general will of 
the collective community. By thus losing himself in the corporate 
body, a voluntary union of free men, the citizen regained himself 
enhanced as an individual part of the whole. 

The ^ general will” to which he had thus surrendered, Rousseau 
maintained — echoing the medieval idea that the voice of the people 
is the voice of God— was always in the right. If the individual had 
cast a vote or expressed a view which turned out to be opposed to the 
general opinion he must have been in error. Anyone who refused to 
obey the general will should be compelled to do so, and such com- 
pulsion of the individual by the corporate body of the community, fa r 
from being coercion, Rousseau avers "means nothing less that that 
he will be forced to be free.” Consistent with this conception, Rous- 
seau leaves no room for the active cooperation of the dissenting 
minonty in the government organization; he deprecates discussion 
among the citizens as tending to obscure the general will which de- 
\ eloped fully only when each citizen in the first instance thinks only 
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his own thoughts; he favors the plebiscite as against the parliament; 
he deprecates party organization and free association within the state 
as possible rivals to the absolute and indivisible sovereignty of the 
general will of the community as a whole. 

Beginning with an exaltation of the natural right of the individual 
to freedom, Rousseau ends with a glorification of the collective will. 
He transfers both ecclesiastical infallibility and monarchical abso- 
lutism to the mystical entity of “the people.” In its extreme form the 
idea of the general will could be used, as it has been in our own day, 
to give support to the fascist domination of a minority’ which claimed 
to reflect “the community of blood and soil.” In Rousseau’s day, the 
concept of the "general will” gave support to the revolutionary denial 
of the privileged position of the clergy and the nobility'. The bour- 
geoisie, who came into power, limited the suffrage by property quali- 
fications. Nevertheless, the grandiose phrases of Rousseau, who spoke 
with fervor of man as created free and equal, were not without effect 
in advancing the cause of universal suffrage and in converting the 
idea of democracy from a method of government to the broad social 
principle. 

The culmination of the long historical evolution in European civili- 
zation of the ideas of freedom, equality-, and human right comesin 
the great declarations of the eighteenth-century revolutions. 1 c 
singular significance of the American and French proclamations re- 
sides in their deliberate intention to base government on enduring 
principles, in the conviction that no free government can be pre- 
served but, as the Virginia Declaration sets forth: ‘by a requen 
recurrence to fundamental principles.” These principles are rational 
and moral in essence, they have a sanction which transcends the ]Udg 


ment of any one age or nation. , 

The usual analysis attributes the American Declaration nuuriy ’ ‘ 
the influence of Lode, but it would seem ftatthe Rousmuanmter 
pretation of the social contract greatly affected 
Bon,* His substitution of the phrase "life, liberty, and the pumnt of 
happiness” for Lode’s 'life, liberty, and state ’ 

different spirit than that which animated the pmpe.ty-nua.led Eng 
• This does not necessarily 

B&er. The Deepen of 


pp. =7-28. 
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lishman. The Constitution, the instrument of government, follows 
the practical British tradition; the Declaration of Independence, in i 
memorable opening paragraphs, reveals the broader French human^ 
vision. The English talked in terms of the "free-bom Englishman. 
The French publicists spoke of citizens primarily as ^ 

grounded their views on universal reason; and they believed tha um 
venal reason was a manifestation of the mind of the Creitor w o 
endowed all men with rights that no human power could justly ta e 
from them. . 

This universal outlook served to connect the modem developmen 
with Judeo-Christian and the Classic-Stoic heritage and was destined, 
after the period of the liberalist compromise of the nineteenth cen- 
tury, to supply the dynamic toward international organization an 
world unit)' which our own epoch is struggling to achieve. 


NOTES 

1. Stephen Spender, Forward from Liberalism (Random House, 1937 )' 

2. Max Horkhexmer, Eclipse of Reason (Oxford University 
1947), p. 165. 

3 - H. Lauteipacht, An International Bill of the Rights of Man 
(Columbia University Press), 1945, p. 18. 

4. A. D. Lindsay, The Modem Democratic State (Oxford University 

Press, 1947), p. 57. - 

5. Lord Acton, Essays on Freedom and Power, Gertrude Himmeltain, 
ed-, (The Free Press, 1948), p. 65. 

6. Lindsay, op. cit ^ p. 73. 

7. George N. Claris The Later Stuarts, 1660-1714 (Oxford University 
Press, 1940), p. 142. 

8. George H. Sabine, A History of Political Thought (Henry Holt & 
Co, 193S), P . 534- 

9. Charles A. Beard and Mary R. Beard, The Rise of American 
Civilization, 1927, p. 187. 



7 


THE NINETEENTH-CENTURY 
LIBERALIST COMPROMISE 


Tie eighteenth-century declarations of the rights of man 
continued to act as a social ferment throughout the subsequent era 
and exerted a profound effect on the character of the modem state. 
But these idealistic proclamations did not as a matter of fact become 
the basis of actual policy. The principles which guided social organ- 
ization and constitutional development during the nineteenth century 
resulted from the interaction of the revolutionary ideals with historical 
forces and with class interests-particularly with the struggle for posi- 
tion and power of the newly risen class of industrialists. w 

To the body of social thought which evolved, the term liberalism 
still applies. In its broadest sense liberalism signifies the pnncipies 
that have been held up as ideals in recent centuries: belief m pop- 
ular government, exaltation of the liberty of the in mm , o 
of diverse opinion, faith in reason, in free discussion, an in e “ 
as a means to social reform and continuous progress. In thKgen'M 
■ meaning, liberalism had its conservative as well as its radical exempli 
fications, its Christian as well as its secularist interprerations 

In a more specific sense to be diseased rn tins chapter 
refers to the pattern of ideas formulated by the p Mmoph cal Rri 
cals" in England under the leadership of Jeremy Benlham. Adam 
Smith, Ricario, and Malthas laid the econo-nre foun^Jam= 
Mill expounded the doctrine andreonmanyfollouors f 
John Stuart, and colleagues of the Utilitarian Soc ty P 
1823, made it the regnant position o pr^ve mteUeetuals 

second and third quarters of the mneteenth century 

Though far from consistent «■»* 

laissez-faire and utilitarianism held together 
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phflosophy and exerted a decisive influence on the course of Western 
civilization in the last one hundred years. It is this heritage of liberaust 
principles which until recently was widely accepted in Europe and 
America as the core of progressivism. In some of its aspects it smi 
remains the basic phflosophy of Western life. But as is now generally 
recognized, the vast changes that have taken place since its formu- 
lation, joined with long-standing criticisms of its moral and intellec- 
tual compromises, demand a revision and reconstruction. 


Tire component of liberalism which remains its lasting contribution 
to the democratic conception of society is the substitution of popular 
representative parliamentary government for the system of absolute 
monarchical rule which immediately preceded. The liberal state of 
the nineteenth century was strongly influenced in its actual working 
by the laissez-faire principle which attempted to minimize political 
control over economic enterprise. But its political conceptions and 
practices retained, to a greater extent than Benthamism, a connection 
with the notions of natural law and natural rights. Political liberalism 
goes back to Locke, and through him to the deep and varied source 
of ideas in European history. In some aspects, as in the division of 
powers and in the pluralistic conception of social organization, it 
Teseals medieval influence. In others, as in the participation of the 
body of citizens in government and in the concept of a mixed con- 
stitution within a framework of law, it harks back to classic times. 

*n its assumption of the primacy of law r and the inalienability 
° i^eralism in its total configuration must be evalu- 

3 j E s ^P ara .^ on Powers between the judiciary, on the one hand, 

an the legislative and the executive on the other was designed as a 
. OI l^ e conce ntration of rule in any one branch of government. 
But it had another, it might be said, a transcendental significance. 

e independence of the judiciary places the whole scheme of 
democratic government under a framework of law that has developed 
in the course of time and stands above the present and the particular 
in an enduring continuity and universality. In the American system, 
A 15 .^ C ^. 1C1 ^ “ TCCO gnition of the Constitution as the framework 

cgjs on. n the British tradition which adheres to the principle 
par lamentary supremacy, the high regard for precedents and for 
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the morality of lawful procedure achieves essentially the same purpose. 
In both we find the concept of the Bill of Rights which legislation 
and the courts may interpret and modify for the purpose of ever better 
realization but which no human power can take away or transgress. 

It was the tacit assumption of the sovereignty of historically de- 
veloped law that made workable the counterbalancing principles of 
majority rule and minority rights which characterized liberalism. 
Underlying, moreover, was a strong feeling of national cohesion, a 
sense of membership in a community with a common destiny. The 
principle of nationality was still in the nineteenth century joined to 
the impulse to liberty and popular rule. It worked to offset doctrinal 
differences and to moderate class divisions to some degree. Common 
language, common history, and a common heritage of values, as well 
as of common law, provided firm bonds of social unity. 

Although the liberalist conception is generally interpreted as having 
made the individual the unit of social organization, the right of 
association which it included as an essential of civil liberty necessitated 
giving large place to group life and to autonomous institutions. 
Liberalism allowed a wide range of independence to the family, the 
church, and the school, mile liberalism opposed the establishment 
of a single religion as authoritive, and although it tended in its 
typical forms toward secularism, the principle of the freedom ot 
worship encouraged the organization of churches. The am y wi 
its right to bequeath property and its prior responsibility for the 
education of the child, was implicitly regarded as the very foundation 
of the national life. Toward organization in the economic field, 
liberalism's position was compromised. Despite lts °PP° S ^°" 
theory to any combinations either as amongemployenorwork^ 
it early acquiesced in the corporate organ.aat.on 
antagonistic to tradwinionism, but the principle of free assoc.at.on 

won out in the end also in the field of labor. . . crs 

The individualistic impulsions winch Benthamism stunulat^nere 

nourished by its alliance with laissez-faire capitalism, ey 
derived from its political conceptions. In >■> . «£- J- £ 
mercantilist system' which required stnet s^^onrf “j™ 
manufacturing on the part aimc d to emancipate 

formulated the doctnne of free en erp develop in accord 

economics from political control and allow it to develop 
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with its “natural law’s.” Through free contract "between employer an 
workers, through the automatic regulation of the market by supp J 
and demand, through freedom of trade among the nations, px uc 
tion would continuously expand and bring about an increase in e 
national wealth. Freedom of enterprise would result in a true jus ce. 
wages to labor, profits to the capitalist, rent to the landowner, 
all fall into a balanced equilibrium. As David Ricardo who formula 
the basic principles of the classical capitalist economy averred, in c 
free competition of all with all, "the interests of the individual an 
that of the community are never at variance.” _ . 

On the supposition that society was the sum of the indiviaua 
who composed it, the doctrine of the fusion of interests was perhaps 
not implausible. Nevertheless, it was recognized that there were 
difficulties in the simple arithmetical conclusion. To bolster the 
optimistic view' of the beneficent working of natural law in economics, 
the French thinkers of the eighteenth century postulated “a P re " 
established harmony” in the universe and Adam Smith invoked an 
“invisible hand” which directed each individual, without his knowing 
it, to labor in the interest of the general welfare. However, the 
evidence provided by the classical economists, as £lie Halevy 1 J2S 
shown, reveals a sharp “natural divergence of interests” not a natural 
identity of interests among the several classes, landed aristocracy/ 
capitalists, and labor. 1 

Ricardo, the founder of classical economy, asserted: “There is no 
other way of keeping profits up but by keeping wages down.” I n 
keeping wages down, he believed, he had the help of nature, as 
Mai thus, his friend, had convinced him. The natural propensity to 
reproduce led to a steadily increasing population against a relativel} 
limited food supply with the result that the hungry worker competing 
with other hungry workers could never receive more in real wages 
than the amount he needed for subsistence for himself and his family. 
The teal problem was with the landlord. Since the supply of land 
was limited, the owner of it, in periods of increasing population and 
advancing industry, was in a seller’ s market, to use our own expression, 
and could place a burden of larger ground-rents on the capitalist. 
Protected by the com laws, he could charge a high price for the 
OodstuSs produced on his land, thus indirectly forcing np the wages 
the entrepreneur had to pay for labor without at all improving the 
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standard of living of the worker. As Ricardo saw it: "The interest of 
the landlord is always opposed to the interest of every other class in 
the community.” 

Classical economy depicted the landowner as a parasite who lived 
in extravagance at the expense of the producing classes. It obscured the 
harsher struggle between the capitalist entrepreneur and the industrial 
wage-worker. All that the liberalist economist demanded of the 
aristocrat was to give up the special privileges conferred on him by 
tradition and by law— to force him to lower the ground-rents, and to 
induce him to invest his inherited capital in industrial enterprises. 
For the working class, however, the classical economy was indeed a 
“dismal science.” It gave them only the short end of the "work and 
save" prescription for happiness: he could work but not save, llis earn- 
ings, determined by the iron law of wages, were barely sufficient for 
subsistence. A few exceptionally capable and industrious individuals 
who married late and through continence limited the size of their 
families could hope to rise to the middle class state of redemption. 
But the mass of the working population were doomed to everlasting 
miser)* in accord with the laws of nature and for the benefit of society 


as a whole. , . . . , 

“The imposing intellectual structure erected by the classical 
economists,” Schapiro observes, "reconciled a w contradiction in 
human society: progress and poverty.” 5 Identified as t ie> " 
the interests of the industrial and trading classes, the 
did not see that their central moral principle the pn etjxa 
the greatest numbed' sms negated by the R.ardran-Malthnrun lie* 
that the working classes were doomed by natures laws . • - 3 

squalor. Bertrand Russell has characteraed the Brad * 
curious set of men . . . arguing carefully from pxmaaOMm 
largely false to conclusions that were in harmony with the interests 


the middle class .” 3 
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of the universe as a natural order subject to undeviating laws, a knowl- 
edge of which could be obtained through reason and inquiry. The 
French thinkers of the Enlightenment, however, retained a high 
regard for general principles as a basis for reasoning and for mathe- 
matical demonstration as a method of proof. English thought in the 
liberalist era went much further in opposition to the scholastic 
emphasis on the reality- of univexsals and on the significance of eternal 
truths. It developed in an extreme nominalistic direction, stressing 
the importance of the individual observed facts as the basis of 
generalization; it espoused induction from sense experience as the 
only true scientific method. It repudiated all a priori thinking and 
refrained, so it thought, from the use of speculation in the construc- 
tion of hypotheses. 

As Halevy says: “What is known as utilitarianism, or Philosophical 
Radicalism, can be defined as nothing but an attempt to apply the 
principles of Newton to the affairs of politics and of morals.”* It was 
imbued with the belief that a precise scientific conception of the 
good society could be derived from an analysis of the simple elements 
of human nature in the same way that universal natural laws had 
been formulated on the basis of a study of physics. These simple 
elements consisted of pain and pleasure. Happiness, the goal of life, 
meant a maximum of satisfactions and a minimum of pains — both 
of a concrete measurable sort. Bentham attempted to work out a 
felicific calculus” — a quantified scale as “clean as mathematics”— 
by which the individual would be aided in estimating the amount of 
happiness to be attained by any line of conduct General ethical 
concepts such as duty, right, justice, were for him abstractions which 
nad neither force as drives nor value as goals. Those who urged 
self-sacrifice for the good of the state were serving neither 
the benefit of the individual nor the welfare of society. The interest 
ot the whole could be nothing hut the sum of the interests of each. 
Men were moved only by self-interest; all that men could or should 
do was to use intelligence in their self-interest John Stuart 
more sensrhve than the angular Jeremy Bentham, would judge the 
quality as well as the quantity of the pleasures. But he, too, in 
nui ; ta, " ed ** CTCC d of Utility as the foundation of morals 
,°f kfPP* nes 5 in terms of the pain-pleasure principle, 
espite their insistent individualism and their self-conscious mate- 
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rialism, the utilitarians were far from encouraging self-indulgence. 
They renounced the pleasures of passion and embraced the delights 
of the intellect, they discountenanced the rich living of the aristocrat 
leisure class and urged the middle-class regimen of work and save 
as the way to happiness. Their high evaluation of concrete goods was 
a reaction against the preachment of ethical generalities which had 
no effect on life, and so often served as a means of buttressing the old 
regime of clerical authority and aristocratic privilege. Their insistence 
that men were selfish arose not out of cynicism but from their desire 
to build their social theoiy on realistic and sure foundations. There 
was, perhaps, a bit of pose about it: the honest Bentham gave the 
case away when he declared, "I am a selfish man as selfish as any man 
can be. But in me, somehow or other, so it happens, selfishness has 
taken the shape of benevolence.” John Stuart Mill granted to all men 
“an innate feeling of unity with his fellows,” as one of the basic 
human wants which led men to seek satisfactions as would not inter- 
fere with the satisfaction of the needs of others. Despite much descant* 
ing on individual self-interest, it may be said that the welfare o e 
many was in their minds. Their belief in “the greatest goo o ie 
greatest number” was sincere although the number who could achieve 
it was limited, they thought, by natural economic laws. 

Some ambiguity and doubt persisted. While they believed that te 
average man was reasonable enough to follow tire line o o 
self-interest which implied an equal regard for the other Mows 
interest, the)’ did not depend on nature alone o F^ e ^ , £ 

social order They had a high estimate of the part 
property had in mating men rational and 

the value of education in developing an enhg m j u -jth 

But they placed the greatest emphasrs on !e ®? °^ sl ™HSc“ 
Bentham, the key to securing s«ial behavior was II 
dispensing of pleasure and pain, m such a way pespite their 
should be made to coincide P” b ^SS“ere, in 

advocacy of a natural identity of mteres penthaniite doctrine 

politics and morals the utilitarians fo legislation The civil law 

of "the artificial identity of interests ^ou^M^fsbon/Ih^ when 

formulates obligations; the penal 1 ^ mp ahed what all the 
obligations are violated. "Law alone has accomp 
natural feelings were not able to do. 
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In line with its practicalist tendency, utilitarianism rejected the 
concept of natural rights as a basis for social and political organization. 
Jeremy Bentham decried the doctrines of the "state of nature and 
the “social compact” as nonsensical fiction, as a "sandy foundation 
on which to erect a government; he ridiculed the Declaration of the 
Rights of Man as a “hodge-podge of confusion and absurdity." Much 
as he contemned the aristocratic tradition of England, he hated the 
French egalitarian movement even more. In general, he had no faith 
in abstractions and broad moral sentiments. He was mainly concerned 
with achieving concrete reforms in law and in the administration or 
government. The question was not, in his view, what general rights 
mankind had before government was instituted, but what tangible 
benefits they derived from it after it had been formed. The practical 
and utilitarian attitude of the Benthamites, as Carl Becker has 
pointed out, was greatly influenced by the anti-revolutionary mood of 
an age “that looked back to the Reign of Terror and forward to the 
socialist menace.” "The very word ‘utilitarianism* had a pacific and 
practical sound; it enabled men to be democratic without being 


visionary— above all without being thought by others to be pre- 
French and revolutionary .” c 

The principle of equality, though not absent in the liberalist phi- 
losophy, was made secondary. Liberalism held that all men of what- 
ever race, class, or religion should be equal before the law and on 
this it stood firm. But it never assumed that men were bom with 
equal faculties or that they should enjoy equal economic status. 
Equality of opportunity was its thesis not equality in material re- 
wards: it justified differences of property and of social position when 
. e ? e ' vere re sult of competition. On no point was Bentham more 
insistent than on the superiority of the principle of property over that 
ot equality; "When security and equality are in conflict, it will not 
do to hesitate for a moment. Equality must yield.” 7 When the 
Benthamites agreed to extend the suffrage to the working class, they 
i so as a means of counteracting the power of the aristocracy not 
on the principle that all men were created equal. 

n e question of equality among the nations there was, likewise, 
bctwec ? br<M <l doctrines of the eighteenth century 
LihmliTTr,™ a " d 5“ ninet <Mn* century English liheralist theory. 
Liberalism theoretically favored freedom for nationalities as it ad- 
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vocated independence for individuals. International cooperation, it 
was believed, could be achieved through the limitation of armaments, 
the arbitration of disputes, the interchange of thought— above all 
through the promotion of free trade. The Benthamites were opposed 
to colonialism, but they were motivated not by the idea that each 
nation was entitled to equal status among the powers of the earth 
but by the belief that free trade between the colonies and the mother 
country would be mutually beneficial. They gave the impression that 
they were anti-imperialists, but they did not, when it came down to 
cases, advocate the dissolution of the British empire. Their readiness 
to allow self-government to the colonies was no more than an applica- 
tion of the laissez-faire principle to imperial affairs. It seems, more- 
over, that their advocacy of colonial emancipation was limited to e- 
pendencies which were of the same race and to nations wl ic were 
“civilized"— that is, heirs to European culture. Even John Stuart 
Mill allowed himself to say in the essay On Liberty: Despotism is a 
legitimate mode of government in dealing with barbarians P r ™ 
the end be their improvement and the means justified by actually 

eerthientuiy revolutionary doctrine hat I made equably 
paramount with liberty. Liberalism erected the soci 
cornerstone of freedom. Among the inteUeetual leaders of the 
liberalist philosophy, freedom meant Bist of all freedom i of th ght ^ 
a positive factor in social and cultural life. Free ‘ om 9 I ^ 

discussion was not conceived as a wilful ass n 
truth but as means to achieving a firmer lurid on truth. As M® 
testifies, liberalism wished to defend tru 8* forces of church 
mass public opinion as well as against t c «upp devel- 

and state. However, under the mfiticnceof laiss« ^ M 

oped a strong tendency to mteipret 1 h Ameijca p3rti cularly, in- 
meaning freedom from e * t ' ra3, . c ° .? .-Mlion against authority and 

tellcctual freedom became hnged mt 3ga i n st that of 

with the assertion of the will of the mumaua „ 
society. _ , ,,i 1 t e d by intellectuals 

Liberalism as a social philosophy . - e( j a genuine con- 
in the name of reason and s “ ence - , f SO cj a l reform. But these 
cem for the abolition of abuses dose affiliation with the material 
positive features were qualified dj 
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interests of the middle class. Liberalism became as Laski termed it, 
“The Philosophy of a Business Civilization /’ 8 It raised the striving 
for financial success to the plane of a high virtue and identified the 
advance of capitalism with the progress of mankind. It rationalized 
low wages and periodic unemployment as unavoidable consequences 
of unchangeable economic law’s. The main support of measures 
designed to ameliorate the conditions of life for the factory worker, 
e.g., protection against unhygienic conditions, limitation of working 
hours, came not from Liberalists but from Tories and Conservatives. 
The more fundamental political changes, e.g., manhood suffrage, the 
secret ballot, abolition of property qualifications for members of 
Parliament were promoted by the Chartists, the first organized class- 
conscious movement of English workers. 


3 

In the last quarter of the nineteenth century, liberalism branched 
into two opposite directions — one in line with extreme individualism, 
the other inclining toward an emphasis on social control. Herbert 
Spencer represented the utilitarian view in an extreme form, carrying 
the idea of laissez-faire in politics and competition in economics to 
bitter logical conclusions. He made the Darwinian conception of 
natural sdection the basis of sociological theory. Evolution w”as the 
result of the struggle for existence which eliminated the w'eaker mem- 
bers of the species and led to the “survival of the fittest,” a phrase 
which he coined before Danvin's conception was elaborated. The 
struggle for existence, Spencer taught, was nature's way of bringing 
about continuous progress which led from homogeneity to hetero- 
geneity, to the emergence of ever greater and mightier individuals 
whose leadership brought society forward. Any action on the part of 
society to extend help to the weak in body or mind— to those who 
ad fallen by the wayside in the economic struggle, w'as an obstruction 
to tire natural advance of society to ever higher levels. He was op- 
posed to all legislation that interfered with “industrial freedom.” 

ough e believed in widespread education as a means of prepara- 
oHt° r SOC13 ^ and ^ or vocations, he w’as against any public support 


? n ti ng J. ° f 2 conha, y trend ar e evidenced in the later 
f ° J 0 * 1 " Stuart M3]. The Report of the Royal Commission 
41 on con itions in the mining industry and similar investiga- 
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tions revealed back-breaking hours of work, for women and chDdren 
as well as for men, the complete kck of attention to sanitary provi- 
sions, the generally degrading moral situation. Mill was led to modify 
his views on laissez-faire and acknowledged that government might 
abridge freedom of contract when the general social interest de- 
manded. He recognized the trend toward socialism as an important 
movement in the political life of Europe.® He does not seem to hare 
heard of Karl Marx despite the fact that the latter lived in London 
and there is no echo in his writings of a class struggle between the 
proletariat and the bourgeoisie. He was, however, well acquainted 
with the ideas of the utopian Socialists, Saint-Simon and Robert 
Owen. His own conception of socialism, if so it may be called, implied 
a system of cooperative associations of workers which would retain 
the benefits of capitalism without the evils. He made some proposa s 
for limiting inheritance of large properties which cbaractenstica y 
were directed not against capitalists but against landlords whom he 
would deprive of excess land and unearned increment. 

John Stuart Mill never wholly emancipated himself from the in- 
fluence of the classical economists and of the utilitarians 'vhobdicred 
in the sacredness of the rights of property. It "us Thomas Hill Green 
who brohe with the principles of laissez-faire and 
conception is reminiscent of the classic Greet new U«l ““aemhip 
implies membership in a community. He puts c™'* 31 
"positive freedom" as an alternative to laissea-fa.m. Frerfom was ^ 
rmabsolute end in itself: it was a means to the: 
for the individual and the community together ^ 'rhm freed™ 
as in the case of freedom of contract, operated aprnst th e genml 
good it ought to be restrained. Thus Green’s 
fs Sabine has pointed out, “closed up 0* P f 
had placed between economics and polrt: P f .j g produce 

Ure duty of regularing ° f 

humanly satisfying results. deseloped in 

the community" as a corporate bod}. ? aucnK J, Green did not 
the Hegelian philosophy by whrdr lr ^ harmony with the 

embrace the latter’s exaltation of tl capaa’tics of the 

British tradition he regarded the li j j( t h c purpose 

individual within the framework of commumty 

of government. momnlrical support for the "reform 

The new liberalism provided philosopnica PI~ 
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state” which came into being in the new century as a result of a 
combination of forces— of religious humanitarianism, the extension 
of the suffrage, and the pressure of organized labor. In the years 
preceding the First World War, the Liberal Party in Englan 
sponsored social legislation which made incursions on the freedom o 
enterprise: regulation of minimum wages, child welfare measures, 
old-age pensions, unemployment insurance. Trade union organization 
was encouraged; public support for education was recognized as 
essential. The business classes accepted the new social legislation 
with the extra burden of taxation which it entailed as a practical 
necessity. They saw in it a means of avoiding labor unrest; the more 
enlightened realized that minimal decent living conditions and 
a modicum of education and literacy made for a more efficient worker. 
The reforms touched only the grosser evils of poverty; they did not 
affect any basic changes in the social order. The greater part of the 
land remained in the hands of a relatively small number of landlords; 
the mines and factories were still owned by the well-to-do capitalists. 
The mass of farmers and factory workers continued to live on what 
was little better than a subsistence level. 

Nevertheless, on the eve of the First World War, liberalism was 
still confident that its major doctrines offered a sound basis for policy 
and would lead to continuous social improvement. Progressives urged 
a greater degree of social control over industry and advocated co- 
operatives as a means of counteracting the "evils of the profit system- 
In the main, however, attacks against capitalism were directed against 
its predatory aspects and monopolistic practices; small-scale free enter- 
prise was accepted by the intellectual elite as well as by the public 
at large as the major premise of the democratic order. Socialists, a 
small minority in any case, welcomed the new social legislation as the 
augury of a new era when government would take over the major in- 
dustries, operate them for use and not for profit, and secure for every 
worker by hand or brain a fair return for his labor. It was generally 
believed that the forces of social liberalism would soon overthrow 
Russian czardom and convert the German autocracy into a constitu- 
tional monarchy. 

In its central trend, liberalism continued to rely on the ideas of 
maximum freedom for the individual and a minimum interference 
on the part of government. Through enlightened self-interest and 
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freedom of enterprise, through freedom of speech and discussion, of 
inquiry and scientific research, the spread of popular education, 
through philanthropy and moderate measures of social reform, 
through the promotion of international amity by means of commerce 
and arbitration of disputes— by measures that avoided coercion, the 
liberal believed that an uninterrupted era of peace and of progress 
would soon be initiated in the world. In a little book entitled 
Liberalism, published a year or two before the outbreak of the First 
World War, L. T. Hobhouse, one of its progressive representatives, 
proclaimed, “You cannot fight against the future, time is on our side. 
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THE COMMUNIST AND FASCIST 
CHALLENGES TO LIBERALISM 


The decade after the First World War witnessed the begin- 
ning of the Great Disillusionment— the disenchantment with the lib* 
eralist beliefs that popular education, the promotion of science, the 
exchange of thought would gradually and inevitably bring about con- 
tinuous social progress and lead to the elimination of war between the 
nations. Doubt came soon with the failure to implement Woodrow 
Wilsons Fourteen Points in the post-war settlements. The United 
States abandoned the League of Nations of which the American pres- 
ident had been one of the prime movers. The League proved ineffec- 
tive as an agency for international peace and degenerated into an in* 
stroment for securing the supremacy of Great Britain and France in 
Europe and for maintaining their domination in the Middle East 
tiuough the control of the mandated territories carved out of th e 
efeated Turkish Empire. The Russian Revolution, hailed as opening 
up a new era of justice and freedom in the world, early began to 
show its true totalitarian colors. Side by side with the establishment 
of communism in Russia, fascism raised its head in Italy, its vicious- 
ncss partly hidden by the opera bouffe character of the “Sawdust 
^aesar. Then came the collapse of the Weimar Republic, over- 
thrown by the diabolical forces of Nazism. 

. " total ech'pse of liberalism was marked by the West’s capitulation 
m |bc Munich Pact of September 1938. The irony of history 
odd have it that the betrayal of the cause of democracy in the hours 
U Z 0 ? 011 . fatcd t0 001116 under the guidance of England, the 
onm'rt liberty had first been established and freedom of 

Sr “S?®*- There was in the Munich appeasement 
something more than the usual-often necesrary-exp^cy of 
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international diplomacy. The ready assent to the Four-Power Con- 
ference with Hitler suggested by Mussolini— from which Czecho- 
slovakia as well as Russia was excluded— laid bare the preference of 
the leaders of Britain and France for the Fascist as against the Com- 
munist dictators. The indifference to democratic principles was re- 
vealed in the whole procedure of cynical disregard for the fate of the 
Czechoslovakian people. . 

The fear of Russian communism was certainly a central factor m 
the emergence of fascism and in the support it received from "' es | er " 
countries. But that is only one aspect of the matter. Fascisms hatred 
of British liberalism was at least as strong as-and at heart more bitter 
than— its opposition to communism, with which in its to i nan 
aspect it had in part a common element. The dark forces w IC 
expressed themselves in Italian and German fascism, moreover, were 
not confined to any particular race or nationality. Fascisna wi 
anti-semitic inlay found a sympathetic response throug [ ° 
Western world-in the Nordic as well as in the Mediteirane 
countries, in the British Isles as well as on the continent In the 
United States, fascoid agitation during the Hitler peno ga 
that the principles of tolerance and good wffl were far f ' om secu J 
rooted in the American mores. There can be kanDyany doubly 
between communism and fascism, the popu ar c 

b 7o “communism and fascism as two vanefe oHhe same 
totalitarian plague, as is most often done in oo fascism has 

service to democracy. With the defeat of t e P ^-jated, as 
suffered a setback, but its seeds have been y in rece nt 

is evidenced particularly in the me of™ “ MiW i c East. The 
years among some of the Arab countri the en j D f the 

power of communism has immeasurab y g7 fascist powers 

Second World War, and its reading to ^ ; It b 

as against democratic forces has become , t£J m nitaiy superiority 
futile to pretend that its victories have t imposed on the 

alone or that its ideology has, in all instances, been impo 
people without their consent. • j_ e Uj e communist and 

However erroneous or pathological w j o ^ challenge of an 
fascist ideologies to be, they are resp° ^ study of the 

era of crisis. The inadequate attenhon grven to We 
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totalitarian movements in our colleges— in many instances 
plete taboo on such study— has been a great defect in college educa- 
tion. The neglect has been particularly serious in the field of teac er 
training and educational philosophy. All our major educational issues 
are in some way related to the contemporary attach against democracy. 
Some analysis of co mm unism and fascism is indispensable as a 
means of bringing into relief the lines along which liberalism mus 
be revised if it is to regain leadership in world affairs. Our enemies, 
as George Kennan quoting Shakespeare observes : 1 

... are our outward consciences 
And preachers to us all, admonishing 
That we should dress us fairly for our end. 


What here concerns us is not contemporary communism but its 
underlying Marxist philosophy. The character of the regime in Soviet 
Russia has no doubt been influenced by cultural background an 
historical factors and the course of events has played an important 
part in determining its policies at various times. But the driving force 
in Russia's endeavor to build a socialist state as a step toward the 
establishment of communism throughout the world derives from the 
Ma cost ideology. There might have been a revolution in Russia 
against the czarist regime after the First World War in any case, but 
it would have taken a very different course if its leaders had not been 
imbued with the doctrines which Karl Marx in collaboration with 
Friedrich Engels formulated a century ago. The same may be said 
of China which has followed the Russian revolutionary pattern. 

*To understand Marxism — its failings as well as its power — it must 
be viewed as a critique of liberalism, of its philosophic presuppositions 
as well as of its economic principles. A fundamental difference is the 
Marxian attitude toward nature. As contrasted with the liberal^ 
view which made nature the ultimate determining factor in human 
relations and institutions, Marxism magnified the role of historical 
an socu forces. It recognized that man’s wants were rooted in nature 
but maintained that the manner and the means of fulfilment were 
conditioned and molded by social organization. 

In tus emphasis on the social and historical factors, Marx followed 
the Hegelian philosophy which was oriented against the individual- 
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is tic attitude and the laissez-faire doctrine of English liberalism. He 
admired the Hegelian dialectic because “it regards every historically 
developed social form as in fluid moving” and because “it is in essence 
critical and revolutionary.” But in the ideationally dominated Hcg , 
Marx declared, the dialectic was “standing on its held" and lent 
itself to mystical implications. The rational kernel could be recover 
by turning the Hegelian dialectic "right ride up again -by reversing 
the relationship between ideational and material. The i 
asserted, was nothing but the material world as reflected in e u 

“ttri conception was broader than usually implied in the term 
"materialism.” It meant Erst of all that the causes 
change were to be sought not in any inferred transcen „ 

but in discernible factors operating within the socia p . 

His view differed from other materialistconcepbom of im day h J 

attributed social causation to climate, food soppy j f ;J 3! 

inventions. He regarded such factors as sigmEan I only msofar^ as 
they influenced the total pattern of the econ .. , ? i t j )C i, um3 n 

the machinery of P' od “'‘'™,e eLtomsmd bws which regulate the 
relations in production, c.g„ the customs nuy 

mutual obligations of workers and fVP >«*• ™ ccpt;on ae niplificd 
be regarded as an extension of the / namely that economics 

in English thought by Herring* lade economics 
and class interests are basic to P° jn ,] K Matron view, 

fundamental to the whole range “ cn|cd „] uc . s) ,tems as well 
feudalism, capitalism, and socialism p 

as forms of economic organization. , - 3t n, c Martian 

In later years Engels was at pains W demining 

conception never meant that cco n hica! theories, religions 
factor. Other factors, e.g, legal fl ubslntum in any giren stage 
doctrines, interacted with the econom c mb: s.ntum ^ ft( . 
of development. The economr t j lc economic factor— the 

instance." Despite this strong of lifc-ranaiiis the 

problem of produang the ^sre in accordance with 

determining force in tire hrstmj • subsequent hfamst rd® ,c S- 
the Marx-Engcls version aswcllas be identified with 

In the Mania.. crpos'tion, detam . > to ^t „,c Ricardian- 

fatalism. On the contniy, it was no g 
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for profit was the ultimate cause of the business cycle; competition 
would lead to the decrease of the number of entrepreneurs; business 
would enter a monopoly stage. Society would be “polarized," divided 
into a tiny group of great capitalists and a mass of proletarians strug- 
gling for bare subsistence. These developments in the domestic 
economy would be accompanied by a competitive struggle for sources 
of raw materials and for marlcets in colonial lands. The struggle among 
the great capitalists would lead to economic domination of a few 
great imperialist nations who would destroy each other through 
devastating wars. 

The root difficulty, the Marxian analysis maintained, lay m the 
contradiction between the interdependent character of modem pro- 
duction, which demanded planning and coordination, and the pnva e 
ownership of the means of production which involve isperse , 
divisive controls. The potentialities of modem technology for human 
welfare could be released only if the control and direction of the 
national economy would be socialized. Moreover, y ™ . 

framework of an internationally regulated system co . .. 

problem be resolved. The radical change from 
could not in ordinary circumstances be made by _ P f ]j 
tary processes.* The' governments of the capibhst ccuntms fa all 
their show of democracy were representatives o ^ balance 

and would resist by strategem and by force any . or _j n . 

of political power. The workers oftheworR ^ 

ized, were the suitable agents of the g t j,cy j,ad 

suffered the most from the contradictio P, ienate d f rom the 

been reduced to factory hands, jbeir stnigglc was not only 
products of their labor dqpeoowta^ dass stnlgg i c 

for themselves: : it was, or ftc* *£' pianists in a 
was part of a historical pro , Mj „a mhOm 

• The climate oitbe ase ^"“df SmSuli” *■» ^ b f“ h c n£ 

means. Lenin reverted to me v 
revolution. 
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world drama of battle between a decaying civilization and a new era 
of justice and equality. 

In the new era, science emancipated from its subservience to cap- 
italist interests would increasingly be applied to production, labor 
would no longer be onerous; the problem of distribution would no 
longer be the cause of strife. When scarcity — the ultimate cause o 
social conflict — should have been substituted by abundance, the 
dictatorship of the working class would end, and the state as a co- 
ercive force would “wither away.” The end of the dictatorship would 
not be followed by a restoration of political democracy in the liberal- 
ist sense. “Without representation,” Lenin affirmed, “we cannot 
imagine democracy-, not even proletarian democracy; but we must 
think of democracy without parliamentarianism.” The disappearance 
of the state would not mean the government organs w’ould disappear; 
they would continue, as the managerial staff of the new society. So- 
ciety would cam’ on much as the well-ordered family does without 
the force of coercion. The ideal of the family “from everyone in ac- 
cordance with his abilities, and to everyone in accordance with his 
needs would at last preva3. The individual would become a free 
personality again each following the bent of his interests. To the 
Marxist this is not utopianism, since the material conditions necessary 
for the good life for all shall have been established. 
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as well as its appeal to the felt needs of men. Volumes have been 
written to attack and also to defend Marx’s subtle and erudite critique 
of the workings of laissez-faire capitalism. John M. Keynes, the bril- 
liant economist whose name identifies an influential contemporary 
school of economic thought, goes as far as to say: ‘ Marxian socia m 
must always remain a portent to historians of opinion— how a oc nne 
so illogical and so dull can have exercised so powerful and enduring 
an influence over the minds of men and through them, the even s o 
history.” 2 Bertrand Russell, has a more generous appraisal ot amis 
economic argument on the "surplus value” theory. He ju ge * 
"partly valid and partly fallacious,” and the late Josep • 
peter,one of the ablest economists of our day, in hsmebculous 
Seal analysis, seems partially to agree with this ™ “ 

ficiences in the argument are due apparently to e l q 
the foundation principle of the labor theory of 
the political economists as much as to the biased mt rp 
to it by Marx himself. he sue- 

\Vhfle Marx may have failed to prove h.s 
ceeded in overthrowing the major assumption unchangeable 

omy. namely, that prices and wages are p- 

natural laws. For all its propagandist . * , ib ra]isl compound 
resented a less disingenuous socrai analjnn than tne ^ Iibenllisl 

of natural law and laissez-faire. Mara or _ rreatest good of 

rationalizations and revealed the «■£«* « f wages 
the greatest number” principte alongsule of »«• ^ ^ 

which a priori doomed the m^jon y capitalism was essentially 
charge of the exploitation 

tme in his time when a wor ng y ^ ^ BusinKS a notable 
common. Marx’s prediction capitalist development a hun- 

achievement considering the stage of £P’ ^ pro- 

dred years ago. His nsidered even a prater ac- 

duction to mass consumption ^ay competitive struggle for 

complement That wnr is ,„da7be regarded as a 

mariets and sources of raw capitalism has proien m- 

tiuism. If Marx’s p»pM S of £ character induced by 
corrcct, this is due to the ^ „ ol the least contribution- 
criticism to " h, ; ch h i! SOT-*- countries necessitate 
Although the changes did not m 
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revolutionary action, the)’ were accompanied by economic depression, 
by violent labor struggles and by a modification of the balance of 
political power as between the working and owning classes. 

Marxism exemplifies the power of ideas when these are related to 
human needs and to actual social conditions. It proposes a direct ana 
unqualified attack on poverty and inequality. It has had an appeal not 
only to the m as s es of men throughout the world who feel themselves 
deprived and oppressed; it has evoked a response in the humanitarian 
conscience. It is the ethical-social factor in communism that has 
permitted ministers of rdigion to see an element of Christian teach- 
ing in Russian communism despite its antagonism to the traditional 
churches and its avowed atheism. Karl Barth, outstanding Protestant 
theologian who recognizes the Russian regime as aggressive and 
brutal, as “coldly non-Christian” nevertheless has allowed himself 
to say: “What has been tackled in Russia — albeit with very dirt) 
and bloody hands and in a way which shocks us — is, after all, a con- 
structive idea, the solution of a problem which is a serious and bum- 
ing problem for us as well, and which we with our clean hands have 
not yet tackled anything like energetically enough: the social prob- 
lem ” 5 


With its appeal to human needs and humanitarian sympathies, 
Marxism joined a keen analysis designed to persuade the rationalist 
and realist. It provided an impressive logical structure, supported by 
p ausible philosophical and scientific arguments. As Schumpeter has 
pointed out, the combination of emotional appeal and intellectual 
persuasion has given to the Marxist a conviction that what he stands 
tor can never be defeated. “Preaching the goal would have been in- 
ctiectual; analyzing a social process would have interested only a few 
spccia uts. But preaching in the garb of analysis and analyzing with 
2 * eartfclt needs, this is what conquered passionate allegiance 

• • . It is to the quasi-religjous elements in Marxism that this acute 
economist partly attributes the success of the communist movement. 

. lcft unsa &fied by the decline of traditional 
lonrin-T frtr 1 *?- UnC l in ^krxism a rationalist version of the ancient 
hv fL fa. • ? 3ia -^ IS ^ * n an a § c dominated by mechanistic materialism, 
of the ^ cultural banality, Marx as a prophet 

to life. U n *°P ia ’ Schumpeter believes, brought a new’ meaning 
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This judgment which recognizes the emotional appeal as well as 
the intellectually persuasive aspects of communism contains no doubt 
an element of truth. But it should not obscure the ethical impulse 
that pervades it in the original formulation by Marx and Engels: the 
emphasis on human equality and on the unity of the human race. The 
paramount contribution of Marxism— and this, too, reflects an e ic3 
purpose— is the recognition of the significance of the economic ac or, 
not only in and of itself as basic to human welfare, but as an m 
pensable prerequisite for the freedom of the person, an or 
advance of the cultural and spiritual life. 


Fascism, unlike communism, was not an intelltttu^y si^d«j 
theory worked out through years of patient stu y. , 

pronouncements were motivated 

designed to win over mass public opinion. Thi attac h on 

to the conclusion that it was no more than an °PP , j ^security 
the problems that faced Italy and Germany m the penod 
which followed the First World War. 

lacking in any defined purpose whatsoever, toward a 

drive for domination by power-cured '“*X^eoiy in the 
••revolution of nihilism.” But tteta* ? acre devoid of 

academic sense does not mean tha human nature, and of 

an orientation toward life, a concep i faac j n0 political and 

values. Certainly it does not mean . , we ]1 be said, “If this be mad- 

economic objectives. Of fascism it img . ^ differences be- 

ness, yet there is method in iu r notwithstanding the con- 

tween the German and Italian ; an( j jj Duce, the leading 

trast in the temperaments of the fascisms were 

ideas and the stated political purposes of 

strikingly similar. . aiipmative to communism arose. 

Fascism which offered itself as an idlem^ ^ ^ , profound 
like communism, as a” anMhes' (Jic hv0 , contrasting cmal 
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went further: it repudiated the Western ethic in its classical as well 
as in its Christian form. The cardinal point in this repudiation was a 
denial of human equality. The official Nazi handbook for the training 
of youth states as its first principle: “The foundation of the National- 
ist Socialist outlook on life is the perception of the unlikeness of 
men." The Christian Church, particularly the Roman Catholic, is 
condemned because it asserts, “before God, all men are equal." Free 
Masons and Marxists are denounced for joining with the Christian 
Church in denying the German racial concept. The international 
order of Free Masons, it asserts, “conceals its Jewish plans for ruling 
the world behind the catchword ‘Mankind’ or ‘Humanity.’ ” Marxism 
is no better than Free Masonry: “Under Jewish leadership Marxism 
intends to bring together everyone ‘who bears the face of man. 
The principle that men were bom equal was contrary to nature. Some 
men were predestined to lead, others to follow; some races were 
created to mle, others, ordained to accept subjection. 

Fascism deliberately denied the fundamental principles that under- 
lay the religious and philosophic traditions of Western civilization. 
But this is not all: it fanatically proposed a contrary set of principles- 
On no matter was Hitler more insistent than on the assertion that 
ideas cannot be crashed by force alone, that along with the ruthless 
use of force to exterminate the old ideal, a contrary ideal had to be 
set up. Every attempt at fighting a view of life by means of force will 
finally fad, unless the fight against it represents the form of an attack 
for the sake of a new spiritual direction. Only in the straggle of two 
views of life with each other can the weapon of brute force, used 
continuously and ruthlessly, bring about the decision in favor of the 
side it supports ." 8 

Fascism was a positive creed. Its repudiation of the idea of equality 

■as accompanied by an affirmation of the principle of inequality. The 
classic conception of natural law based on an ideal of right was re- 
placed by nature's law” of the survival of the fittest. For the Western 
belief in a universal ethics with its two-fold regard for the sanctity of 
end " f n, dual f" d the Unity oE aU inland, is substituted the apoth- 
intn tl C 113 ° n SEaEe ’ ant ^ ^l |e complete merging of the individual 
fte il 1 C „T. n ;r i t 0 '. b,00d - brothe ' s a " d coootrymen. In place of 
C -realization, the fascist offered a glorious nostrisirt, a 
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rapturous “we experience” of self-identification with the “community 
of blood and soil.”* * 

Liberalism’s failure to understand human nature, the fascist main- 
tained, had made it a deceptive and equivocal doctrine. It had robbed 
men of the basic need of union with the community, made of them 
unsatisfied “atomized” fragments. Men did not desire individual in e- 
pendence: they wanted well-being, security, a sense of devotion to a 
group cause. The greatest error of all was liberalisms beie . a 
people wanted to govern themselves. “No,” said Hermann enng, 
“the people want to be led and governed.” The liberal na ons 
practice their avowed ethics; they violated the principe 0 
both domestic affairs and in international relations, e 
tion behind liberalism was an inordinate drive for pnva e pr 
out regard to the welfare of the state as a whole. e tQ 

shrewd device concocted by the English for w ea -emng 
live of other nations. , , , . , • „ d r i ne from 

Parliamentary democracy, the fascists declare , S ^ 
Marxism, was a sham. The ordinary citizen had confused 

eminent; he had to wait patiently for what come out cl the 
counefls cf a leadership bereft of a realobc pohbcal ^“opty 
the fascist regime, the leader was in »d b«n rnadesodear 
people; and all questions in the national l h and C00 peratc 

and simple that every comrade could unders 0 f a policy 

in their solution. The “understanding was. rnmoelled duty. But 
laid down from above, and “cooperation w* 0 jP ^ people was 

the fascists' desire to obtain psychological consen tot t* P F ^ 

* It is in the light of the eoneeption of the^Mn'J^^ the Jw*-A“j* 
nationalist conception that we can un ^ c P . :t n0 t its absolutely 
semitism is a logical concomitant of fas , jpoliation of the Jews 
corollary. It is true that Nazism s flj^ve jobs to party member* 

many practical gains: ousting Jews from p& ^ ubstan tial sans into > 

fines, expropriation, forced cnu 5”f° j e f«t of Germany and for op 

treasury; the use of Jews as scapegoats brihe****™ ^ auses . But above 
aspects of capitalism turned attention avra^ purpose. Hitler regarded th J 
b^ond all these purposes was a idea of eartp' 1 

and Judaism as symbolizing all that h concentrate tie fa' ^ te 

nationalism, of humanity. Just as he a®ed to co , Q converge the tote 
of the “we feeling" on national se ^ ^vfbght of a mdihona 

5&;jS 'J&JSE£2S3£Z-&*'~ 
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genuine. The)’ recognized the need of fostering a sense of emotional 
participation as a means of obtaining mass support for the achieve- 
ment of their objectives. Gleichschaltung, bringing into line, was the 
method for achieving unified support for the state policy. But it was 
recognized that terror alone could not achieve this. While coercion 
and extermination were the instruments of policy against determined 
opponents, with respect to the uncommitted and wavering propa- 
ganda and welfare measures were the means of conversion. 

The liberalist economic system based on laissez faire was decried 
as incompetent and irresponsible, as perpetuating the anarchy of 
modem life. The concept of the “corporative” or “organic” state was 
adopted. The fascist economic system was neither socialist nor 
capitalist in the usual meaning of these terms but a national economy 
completely controlled in the interests of the state. The capitalist 
structure was maintained intact, but the operation of business was sub- 
jected to strict regulation on the part of the state. The fascist state 
crushed the power of labor, but also narrowly limited the business 
man s independence in the interests of the coordinated economy. 


4 

, m u c h of the current educational and psychological literature 
£ a 17 “ t0 1116 cause of fas cism in mental and emotional 
attitudes. A usual view is to attribute its rise to the persistence of to* 
lhonal authoritarian habits of mind. According to this view, the 
Italians and Germans, inadequately schooled in the processes of 
nomocracy, easily, wen gladly, yielded to dictatorships. Another ap- 
proach places the emphasis on psychological factors-on sadistic and 
masochistic tendencies, on the lust for power on the part of dominat- 
nr? fh?° n ? ti ?’r 011 - the need of identification with a strong leader 
1 °‘ msecure. Most writers imply or recognize that 

ooritLn dislocations, national defeat, threat to class 

convevM fi ***J**| c psychological reactions. But the total impression 
char^if*r\ I1C ^ ei ^ 1 »v eSS, t S t * lat i asc ism was the bitter fruit of individual 
ical factors * m ^ ier ^ an resu ^ of objective economic and polit- 

economic factorc^e^^f^k' Eneh Fromm comes closest to giving weight to the 
ol Kw££t£ SSSaJS "p^hological conditions were lot le 
developed, tot invaSSSrf h T 3 f W withont which it could not tart 
any analyns D { the whole phenomenon of the rise and victory of 
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To attribute the development of fascism to mental attitudes and 
emotional forces is to place the cart before the horse. Psychological 
factors were fully exploited by the fascists before and after they came 
to power, but the psychological factors were not the causes of the 
development of fascism. It is obvious that the roots of the Italian and 
German movements are to be found in economic conditions of the 
period after the First World War. Fascism became a dominant and 
aggressive power at the end of the decade of the twenties during an 
era of depression throughout the industrialist and capita is wor 
The positions of Italy and Germany were particularly unfavorable; 
these countries could not have solved their economic pro ems wi 
out aid from the Western countries who apart from bang ! a 
dustrial rivals were themselves in a parlous economic con 1 • 

situation in Germany was particularly bad. Inflation ha .♦ 

ruptcy of the middle class and to mass unemploymen 

"ftS» was an attempt to cut the Gnniian 

problem with the help of military force. There wer 0 f the 

was the imposition of coordination of the 

economy, between agriculture and industry, an f { t j,e 

labor. The other was the stabilization and fartfa« “ ,he 

industrial economy through imperialist cxp3nsi • 3 

understanding of the fascist state is to -g*" of ag- 

political-economic stmeture designed ■“ „.„ e integral to 

gressive war as a mans of resolving ptaWems that 

industrial society. , found themselves 

At the opening of the century, Italy an possessions on which 

far behind France and Great Britain in co basis largely dc- 

access to raw materials and markets on Germany’s drive to 

pended. The First World War was the result ^ known to 
penetrate the undeveloped area of the 1 . DOS ;tion was worse 

be rich in oil. But at its conclusion, e impulse of ex- 

than it had been before. Italy likewise n over t0 the Allied 
pansion had joined with Germany an ^ of war— the 

side in the hope of obtaining a sha re — rrTT 

* 3 5 %nth tnc 

Naiirm most deal with the strictly earno* F“ 

psychological, conditions.” Even he, n ' q, i a c., I94 1 /' P’ * 
quately. See Escape from Freedom, (Rine 
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caived-up Ottoman Empire. But it got next to nothing and felt itself 
cheated by the Allies. The League of Nations, idealists hoped, would 
assure fair equality to all countries in access to raw materials and mar' 
kets in colonial countries. In the light of the character of the compel' 
ing nationalist imperialisms of the era, the conception was naive. 
The League became an instrument for maintaining the domination 


of France and Britain as industrial colonial powers. 

There was ground for lack of faith on the part of political realists 
m Italy and Germany in the possibility of finding a solution to their 
problems through international agencies, or through the cooperation 
of the Western powers. A German patriot, in the face of actualities, 
might have formulated a dilemma: either the nation accepted for all 
time a subordinate position, crushed between the rising power of the 
Soviet Union and the old Western democracies, unahle to solve^ its 
internal problems except on the basis of a lower standard of living? 
or return to the old Bismarckian policy of "blood and iron," and take 
the long chance of war, either against the East or West, or possibly 
against both. A similar though less drastic situation faced Italy com 
signed to poverty if she did not industrialize. Both of these “have-not 
nations were in an intermediate and unstable condition; they' were not 
so weak as submissively to accept economic and political suhordi- 
nation; tradition and history induced them to conceive of themselves 
as the equals of the Great Powers; there was enough in their position 
to warrant a bid for equality and for power. 

Franz Neumann’s detailed study documents the conclusion that 
c puipose of the Nationalist Socialist movement was to unify* the 
nation behind an immense effort at territorial expansion as a means 
ot resolving the discrepancy between the potentialities of the German 
mdustna 1 apparatus and the actualities that existed at the time . 10 

6X6 Y 35 problem of uniting in a common policy the two 
nf ^ cmcnts °* the German economy— the agrarian aristocrats 

-sL.i Gc ! m f n >' who « main competitor was agricultural Russia 

ESi .F ? 1 industrialists of Western Germany who regarded Eng' 
__ j 3 . S f ar ^omy* This was accomplished by’ building up the navy 
both army and planning an offensive against 

bc.h (he Wot and the East. The other more dfficolt task ssas to grt 
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support for the war policy from the German people who were dis- 
illusioned with the result of the First World War and who were 
strongly impregnated with socialist ideas. 

The key to the problem was to persuade the Junkers and the in- 
dustrialists that the successful pursuit of foreign policy through war 
demanded social reforms. Neumann’s conclusion is that while Ger- 
many's return to imperialism was engineered by the industrialist capi- 
talist leaders in combination with the Prussian agrarians, the Nation- 
alist Socialist Party, which also favored imperialist expansion, served 
the essential function of gaining mass support for it. This made it pos- 
sible for Nazism to appeal to all classes. To the worker it promised all 
that Marxism offered, without a class struggle: "National Socialism 
offered him a higher form of life, ‘the people's community, and the 
rule of labor over money, without compelling him to fight against his 
own ruling class.” 11 To the uprooted middle class— who luted the 
banker, the rich industrialist, the arrogant Junker-National Socialism 
offered security in position, support against being dnven down in 
the class of proletarians. The industrialists got the promise of prota- 
tion from the threat of communism and also from what ^ 
sidered inordinate demands of organized labor. Fascism was 
dictatorship established in opposition to the people. fP , 
Raushenbush discerned in The March of Fascism ' vn .. 
before the Second World War, “Fascism is not simply dictatorship, 
it is dictatorship with mass support" 12 . , - mM1 w ho 

Fascist totalitarianism was not the creation 0 a k, sc 

drew the doctrine out of the recesses of their own ^ j ^ t 
of the problem-and without consideration ^ 
no explanation holds— it was a response to “ mh'onalist eco- 
maladjustrnent due to the contradictions be , economy, 

nomic control and the international character 0 _ , . t h3t 

This is not to say that the fascist solution was 1 . themselves 

was no alternative. Germany and Italy might a ^ mCTC jes of 

with the position of second-rate powers depen _ ^ t have gone 
France, Great Britain, and the United State. ^ They might 
Communist and related themselves to the ^ League of 

have suffered and waited patiently in t e solution to 

Nations would be strengthened and that an m ^ history, any 

the European problem would be found. In the n s 
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of these solutions would have been better than what actually haj^ 
pened to the fascist countries as well as for the world. Bu g* v , , 
situation that confronted Italy and Germany, it must be con ’ 
the choice of war as a means of industrial expansion was iea . te - 
rather than irrational. It was a method sanctioned by leading 
men and philosophers and supported by a large part of the P e °P ' , 
The eruption of fascism in Europe shattered the easy belie 1 
essential goodness and rationality of original man. It exposed to n 
view the brutality of the human species when the directives o 
ically developed conceptions of right and principles of law are a 
doned. It revealed a paradox— how in fanatical devotion to cause a ^ 
to community men can give vent to their basest instincts and com 
the most heinous of crimes against mankind. It demonstrated the 1 
potence of religion and education— in and of themselves— in deternng 
men from abandoning all moral restraints in the struggle for surviv 


in an existent context of insecurity. - i d of 

In its most vicious form fascism developed in Germany, * an . . 
philosophy and music, where classical and scientific studies of a hig 
order were widely pursued, where universal elementary education com 
bined with compulsory religious instruction had long been in f olC ®j 
Nor may it be forgotten that the ascendance of fascism was aided an 
abetted by the elected political leaders of Britain and of France, many 
of whom were the elite products of great secondary schools and uni 
versifies. Perhaps, as some maintain, the divorce of traditional liberal 
education from concern with social welfare in the class-riven educa 
tional system of Europe contributed to the political ineffectiveness o 
the intellectual class. But the real trouble lay deeper. 

However immoral and hateful we may judge fascism to have been, 
it was a response to conditions which could not be wished away, an 
which unresolved aTe always likely to lead to attempts to cut the 
Gordian knot by measures of force. Fascism — and the same may be 
said of communism — remains a tragic commentary on the failure o 
the Western democracies to find solutions to the problems of modern 
industrial economy in hannony with the interests of the nation as a 
whole and in the light of the interdependent international character 
of production. Central in this failure was the inability to make of the 
League of Nations an international organ of power. 

The failure was not only in technical intelligence, in the lack of 
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knowledge and in deficiency of what is sometimes called social in- 
ventiveness. The European debacle was, at a deeper level, due to 
moral and intellectual inadequacy that was not unrelated to the class 
structure of European society. Despite the fact that liberalist thought 
looked toward a progressive solution of economic and social problems, 
it cannot be exonerated from blame— insofar as blame can be attached 
to any system of thought. Liberalism, in the broad sense, was over- 
Optimistic and rationalistic: it attributed too much to the effects of 
science, reason, and education, too little to the need of reform in the 
institutional structure. It laid emphasis— as it still largely does— on 
methods and processes, too little on definite aims and on concrete 
social objectives. In the narrower form of utilitarianism, it was devoid 
of vision and constricted in human sympathy. Its psychological ob- 
servations lacked insight, its philosophical views were shallow, its 
moral code was penurious and lacking in grace. Its interest in practical 
reforms led it into circumscribed compromises. Its separation of 
politics from economics was a temporizing expedient in the interest of 
the middle-class. 

Underlying the liberalist position was a divorce of ethics from 
politics which the declarations of the preceding revolutionary age Iiad 
attempted to unite. 
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THE DEMOCRATIC CONSTITUTION: 
LAW, BILL OF RIGHTS, AND EQUALITY 


'Ihat a vast transformation is going on in the world has 
now become a truism. Most apparent are the scientific-technological 
changes and the political-economic upheavals. The release of nuclear 
energy, the expansion of communism, the revolt of Asian, Mideastem, 
and African nations against colonialism are the major factors empha- 
sized in current discussions of the contemporary world. Ideas and 
aspirations are involved however, not only as secondary effects of the 
material factors but as primary impelling forces. Already before the 
Second World War, the literature of the West was pervaded by a 
consciousness of a widespread disturbance affecting the moral and 
spiritual, as well as the material and political aspects of life. Fub ios 
wrote of "the world-shattering transvaluation of values, of the 


emergence of a new world order.” 

The revolution of our times is marked by a challenge to liberalism. 
The wide appeal of fascism and the spread of communum give roun- 
tenance to T. S. Eliot's assertion: "The attitudes .rod rfWh 
eralism are destined to disappear, are alrea y S- 

failure of literalism to win world support, one may contend, .ha 
jective economic and political causes It was the of / 

Lea! process, brought into being by 

class which had succeeded in throwing off e * i industry 

rule. Where the necessary development of 

was lacking or where it had taken p acj as ™ f liberalism 

tutelage of feudal lords, the pol.tirf fra mcjnecBs a^ ^ 
was never achieved. But the i dedme ^ ^ reiolotionary era 

causes as well. It compromised the f ' P , 3cent [he face of 

which originally gave it vitality; it b P 
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widespread inequalities and injustices; it reconciled itself to the sub- 
mergence of the working class; in practice it acquiesced in the 
ditional notions of racial and cultural superiority of the white Nor 
peoples. It did not move rapidly enough to readjust its economic con 
ceptions to democratic principles or to technological possibilities. ^ 
lagged in revising its mechanistic presuppositions of the nature 
social evolution. 

A fundamental defect was its failure to emerge from its compro- 
mising moral neutralism— a neutralism which as T. S. Eliot has 
pointed out amounts to negativism in our age "when economic as we 
as spiritual forces are proving the efficiency of cultures, which, even 
when pagan, are positive.” The exponent of "The Idea of a Christian 
Society” admits that if liberalism disappears from the philosophy o 
the West we still have the concept of democracy. He has, however, no 
faith in democracy with its liberalist connotation of freedom, since 
neither “Liberalism” nor "Democracy,” he observes, has any definite 
meaning; both could be used by the totalitarian as well as by the 
pluralistic state. But cannot the same be said of any great idea? Has 
not Christianity itself, which he proposes, been utilized to support the 
most autocratic and despotical regimes? T. S. Eliot touches the heart 
of the matter in saying that democracy undefined is weak, even dan- 
gerous; the logical inference should be to proceed to define it. 

If democracy is to remain a positive force in the world of thought 
and action it must be defined in terms of ends as well as in terms of 
method, in terms of embodiments in the social structure as well as 
in terms of personal relations. The struggle of democracy with com- 
munism remains the momentous conflict of the age. Communism 
has an advantage in that it has a clear and firmly held ideology, 
related to the felt needs of great masses of men, buttressed by con- 
sistent intellectual supports, interpreted in action by a disciplined 
group of devotees. The strength of democracy is diminished by a lack 
or an agreed-upon definition of its meaning, by an absence of a 
unified commitment to its ideals, and, one might say, by an tm- 
certamty of belief in it as a valid principle of life among large sections 
of the people who render it lip service. It is of the essence of de- 
mocracy to encourage diversity of opinion. But diversity must be 
sear withm a framework of unity. There must be a community of 
ethical aims, an accepted political system, and at least a minimum 
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consensus on economic implications. The reformulation of social 
policy will, in part be a reaffirmation of old principles, in part, a 
modification of them and an application of new insights. Some of 
the points to be emphasized may seem to be a repetition of truisms, 
but this is a time when the "vindication of the obvious” assumes 
fundamental importance. 


The first requirement of a definition of democracy is to assert 
the primacy of its ethical end as the directing idea of social organiza- 
tion. Democracy proclaims the infinite worth of each person, the 
essential equality of all human beings, the unity of the human race. 
In this three-fold definition, democracy reaffirms the triune ethical 
principle of the Judeo-Christian heritage even when it discards theo- 
logical and ontological doctrines. In lilce spirit, the poet of democracy, 
speaking in the naturalistic mode, announces the theme thus: 


The quality of BEING, in the object's self, according to its own cental 
idea and purpose, and of growing therefrom and thereto ... is c 

lesson of Nature For after the rest is said ... it remains tobnng 

forward and modify everything else with the idea of that something a 
man is . . . standing apart from all else, divine m his own nght, and a 

woman in hers. ... .. j,,ir 

Not that half only, individualism, which isolates. There is another hall , 
which is adhesiveness or love, that toes, bes and aggregat 
races comrades, and fraternizing all. • • ■ ° f no! 

advantage over antique and medieval times, that 1 .-fy h 33 

only to individualize but to tmivenalize. The peat word Solrdanty has 

““oth are to be vitalized by religion (sole 

state! breathing into the proud material tissues, the breath of We. mi 
say at' the'corc^of democracy, dually, is the ^ 

religions, old and new, are there. Nor may ® ^ test, the 

in resplendent beauty and command, tfll these, beann. m 
latest fruit, the spiritual, shall fully appear. 

The universal ethical-religious spirit para*=j ite 
fa the fountainhead f “ '““2^ “ha, they are 
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these are life, liberty, and the pursuit of happiness.” In his cssayf* 
“Democracy and America,” Dewey brings out the point that J e ® 
son’s formulation is moral through and through; in its foundation, 1 
methods, its ends.” As Dewey explains, when Jefferson uses ® 
word “natural,” he means, “ideal aims and values to be realize 
aims which though ideal, are not located in the clouds but 3ie 
backed by something deep and indestructible in the needs and e 
mands of human bind .” 3 . 

As Dewey is led to admit, although Jefferson insisted that the 
forms and mechanisms appropriate to their realization were su 
ject to change, the ends of democracy, the rights of man were in 
essence unchangeable. Adherence to principle and readiness to modify 
institutions and laws to embody them more fully are both equal!) 
involved in the idea of democracy from the very beginning. Em- 
phasis on the enduring moral ends brings the Bill of Rights into the 
focus of attention. Although it appears in the form of amendments, 
it is historically prior and, from the democratic point of view, 
logically prerequisite to the Constitution. The Bill of Rights is 
designed to preserve the natural rights of man in its major aspects: 
the security of the person, the pursuit of economic well-being, the 
aspiration for freedom of mind and conscience. 

These remain the fundamental aims of any genuine democratic 
order. But the specific terms of the Bill of Rights, as formulated in 
the first ten amendments of the Constitution, bear the impress of 
their day. It has been necessary to redefine, modify, and extend 
them through legislative enactment and through judicial decision. In 
our own day, the right to bear arms, as Carl L. Becker has pointed out, 
is of greater benefit to gangsters than to decent citizens. “Freedom 
from want and protection of the wage earner are as important for the 
general welfare of the nation as the protection of property rights. 
Freedom for political discussion in halls of learning may be more 
significant than the right of orators-fascoid or communist— to ha- 
rangue the people on the street comers. The content of the Bill of 
Rights may change from time to time, but the changes are for the 
purpose of an ever more perfect realization of the enduring rights 
o man— -w ether these are conceived as the endowment by the 
™ tor ' the ordination of natural law, or more simply a universal 
human demand formulated in the course of history. Whatever 
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rationale is given, the democratic constitution must be based on im- 
perishable human rights. 

The principle of natural rights which was weakened by nineteenth* 
century utilitarian thought is to be reasserted as a commitment. In 
this we go back to the eighteenth-century American and French 
Declarations with their idealistic imprint and dynamic force. On the 
other hand, in the question of popular sovereignty and its corollary 
majority rule,” we are right in retaining, as a central principle, the 
British liberal interpretation. Again, Carl L. Becker's comment is to 
the point: . . although no nation is more entirely committed than 
we are to republican government operating by majority vote, we have 
found more (and more ingenious) ways of moderating, delaying, 
sidestepping, and hamstringing the will of the majority than any 
other natron has thought it necessary or desirable to submit to.” 4 

The principle of popular sovereignty arose as an antithesis to the 
divine right of kings and aristocracies, and remains indispensable as a 
counterweight to any conception of absolutism in government. But 
if it is itself made an absolute it becomes self-defeating. The idea that 
democracy means that whatever the people decide is right would lead 
to a pernicious reductio ad absurdum, for it could make democracy 
equal to fascism or communism, that is, to make it mean nothing at 
all. The idea of "majority rule” as conceived of in the Anglo-Amer- 
ican tradition, has to do with limited objectives, e.g, with the election 
of representatives in the legislative bodies, with the decision on 
measures within a constitutional framework, as it is interpreted from 
time to time in legislation 3nd judicial decisions. The events of recent 
decades have underscored Lord Acton’s famous dictum: "The most 
certain test by which we judge whether a country is really free is the 
amount of security enjoyed by minorities.” _ ^ 

Constitutional government requires at some point ' the consent of 
the governed,” but at the same time places limits on what the gov- 
erned may or may not do. Progressive liberals hare been prone to 
decry "the idolatry of the Constitution " But there is as much danger 
in the idolatry of "the people” in the collective seme. There hngm 
on in our political folklore the notion that our civil liberties are 
threatened mainlv by government when in fact they are to a large* 
extent obstructed by widespread popular prejudices and misunder- 
standings. While the Supreme Court has in certain penodi been the 
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bulwark of the status quo, it has on the whole done more to defend 
civil liberties than any other governmental agency taken alone. n ' 
stitutional government implies gradualism and non-violent change- 
Here, too, our political folklore retains a vestige of the eighteen 
century situation, in the not infrequent reference in high places o 
the revolutionary origin of our own government as justification 
rebellion as a legitimate political method.* 


The emphasis on constitutional principles and qualification of the 
doctrine of popular sovereignty is connected with another mod * 
cation in outlook. It implies a revision of the estimate placed on the 
rationality of the individual and his competence in making g 00 
political judgments. The liberalist view as prevalent among progres- 
sives in the United States has placed confidence in the good judgment 
of the average man. Decisions arrived at by the interchange of in- 
dividual opinion, it is thought, are likely to represent rational con- 
sensus. This view had some warrant in the simpler conditions of lif e 
in New England townships in previous periods, although even m 
earlier times the positive influence of the mores and of religion m 
determining judgments has generally been underestimated. In a n ) 
case, the character of modem life has reduced the modicum of truth 
in this view. The complexity of contemporary issues, the heterogeneity 
of the population, the absence of a common cultural background, 
the lack of opportunities for daily face-to-face discussion, the sharp 
division of interests in our industrial competitive society — these and 
similar factors minimize the ability of the average individual not spe- 
cially trained to make truly intelligent, independent judgments. To 
a degree, the instruments of mass communication, the radio and tele- 

■ Thomas Jefferson's letter in connection with Shays’ rebellion wherein he 
defends periodic bloodletting as a means of refreshing the tree of liberty is some- 
times cited. This obiter dictum, however, can hardly be regarded as a considered 
o?imon on thenatme of democratic government. Although Jefferson was critical 
■. . ?! °( tke Constitution while in the process of formulation, after 

h ^L mdQ5ion of Bill of Rights he described it as ‘ un- 
quoboaab'y the wisest ever yet presented to men." He made his position clear 
“V-J. do sincere zeal, wish an inviolable preservation of our 

‘ \ Md he P Trfaced thc affirmation by the comment that 

iS 1 * a3nbar y °P UU ° 11 to him would "bear the mark of falsehood 



democracy: law, bill of rights, and equality 


*59 


vision may offset, if one selects the best programs, the disadvantages 
of distance and the lack of personal contact. But, notoriously, for the 
most part they bombard the public with propaganda that must leave 
the average person confused if not conditioned to partisanship. Today, 
to no small extent, as Schumpeter remarks, “The will of the people is 
the product and not the motive power of the political process.” 

If the “will of the people” is to retain an important part in the 
determination of policy, we must modify our conception as to how it 
is formed and how it finds expression. We must cease to consider it as 
the sum of the views of self-contained individuals and think of it in 
terms of increased group participation— of labor organizations, pro- 
fessional associations, scientific; educational, and religious bodies— in 
political discussions and actions. Another factor which holds out 
promise for the increase of rationality in the conduct of public affairs 
is the greater use of scientific knowledge and scholarship in govern- 
mental decisions, through consultation with economists, educators, 
and physicians and through planning boards, university, and private 
research bodies. While partison orientations undoubtedly play a part 
in professional counsels, nevertheless the introduction of the scientific, 
scholarly, and engineering type of mind constitutes an invaluable 
countervailing factor to the parliamentary discussion which thoug i 
indispensable as representing particular concerns and commonscnsc 
views is at the same time subject to the pressures of vested interests 


and of local prejudices. . . , , 

The comments in the preceding paragraphs are intended to empha- 
size the idea that democracy does not admit the domination of any 
single factor in government, not even the domination o 
cignty of the people." Democracy depends on the mtciplay of a wnrty 
of factors, of majority and minority opinion, of n '™ on , 
lative, executive, and judicial functions and cooperation 
of the opinions of voters and the view of tar 
are not, in the democratic system, mere automatic moutlipi^fer 
their constituencies. Abo\-e all, democracy 1 society— as 

it rejects totalitarianism-the identity of 
well as dictatorships. In the nineteenth cen 
sidered as the sen-ant of the individual ci , association. The 
contribution lay in the support it gave g 0 f the 

function of the democratic state is to sene the Wc interest 
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people and in so doing it will allow to the agencies which promote 
these interests— the family, the church, the school, business, pu> 
fessional, or labor organizations— the greatest amount of autonomy 
compatible with the unity of the whole. The liberalist concept was o 
allow the individual the greatest amount of freedom compatible wi 
the freedom of other individuals. The democratic idea would be o 
allow each association the greatest amount of autonomy possib e 
without infringing on the autonomy of other agencies. 

Democracy involves an element of voluntarism, the sheer wul 0 
the individual to protect his self-interest and to realize his individua 
capacities to the full. But it includes the indispensable factor of con- 
trol by law based on principles. Prior and prerequisite to the idea o 
freedom—if democracy is to maintain continuity with the Western 
tradition— is the conviction as Sir Ernest Barker says: “that a politica 
community is not swayed by caprice . . . but moves in the orbit ot 
known rules. ... In brief the rule of law is the origin, and always 
remains at the heart, of the Western political tradition.’' 5 Walt 
Whitman adds his definition: “Democracy too is law. Many suppose 
(and often in its own ranks the error) that it means a throwing aside 
of law, and running riot. But briefly it is the superior law . • • 
is the unshakeable order of the universe forever.” 

Our Erst point, then, is the need of a reaffirmation of the universal 
principles which found expression in the Declaration of Independence 
and in the Bill of Rights. Whatever its immediate causes, the Amer- 
ican Revolution — as D. W. Brogan has well emphasized in his 
Politics in America — -became in the minds of oppressed peoples all 
over the world as well as in the United States not merely a war of 
independence from Great Britain but a struggle which signified re- 
casting a society ” The Constitution with its Bill of Rights was looked 
upon not merely as a frame of government, but as an instrument for 
the implementation of the Declaration, “as a means of social and 
political salvation.” 6 If America was hailed, during the nineteenth cen- 
tury, as a land of promise, it was because the idealistic version of the 
character of its government became a part of the folklore of the world. 
!f the moral leadership of the United States has, now in the middle 
of the twentieth century, been weakened, it is mainly due to the in- 
adequate fulfillment of the ethical ideals underlying the Declaration 
of Independence and the Bill of Rights. 
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This is true, despite the fact that on a rough and all-around judg- 
ment a greater degree of social equality and individual freedom has 
been achieved in the United States than anywhere on earth at any 
time. But in the circumstances that we face today this comparative 
manner of judgment will not satisfy. The contrast between promise 
and performance is still too great, in moral attitudes as well as in 
material conditions. The high principles which have found expression 
in our literature and in public pronouncement have not been without 
effect on the lives of many individuals and on the development of 
American life generally. Nevertheless, the democratic ideals can 
hardly be said to have won the hearts of our people taken as a whole; 
they have not penetrated the climate of public opinion, nor become 
significant factors in legislative enactments. 

Toleration of religious differences has been forced upon us by the 
diversity of creeds rather than by generosity of spirit. Ethnic and 
racial minorities are taken into account in political decisions but this 
is due to calculations of expediency rather than to genuine consider!- 
lion of human rights. Freedom of speech in public places »«"«=» 
used to preach hatred as to discuss governmental policies; the JtaMt 
agitator will End less opposition in the crowd flan the advocate o 
communism. Academic freedom is much qualified when i com«to 
the discussion of religious, moral, or political issues, and this 
long before the far of communism aggravated the aitmtan. Tn sow 
quarters advocacy of civil liberties is likely to he eonsidered te mark 
of radicalism, however firmly it is based 

reputation for the use of intelligence, as Elmer Daws notes, may put 
one in the category of a security risk. 1 , j cis of any 

A certain distance between ideals enuooatrf by ^ / 
society and the actual beliefs and pne re f American life 

to be expected. But the gap betwe P . nwt men [ 0 be 
and the performance has ^ ec0I Jj5 l0 °.^ r r t theory and practice, 
at ease in their consciences. The dualism "f*^riS the 
moreover, has now become an imp . , 011t position has 

integrity of Western civilization The mtoptr of fte 

greatly weakened, if it has not already dBtoy^ Wg ^ ^ 
Western form of democracy in the I ? sl ? „ m3V f ot a period of rime 
Material prosperity and J utTmoml leadership of the West 

maintain our power in the world, d 
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will in the long run, as Eugene Staley says, depend on “the degree to 
which we in the United States and other free countries will ma i e 
democracy work well and live up to the precept of deroocxa c 
ideals. . . ” 8 


3 

It is in the matter of equality, in opportunity and in social position, 
that the democratic principle is disturbingly compromised. In a senes 
of studies of typical middle-sized cities throughout the United States 
W. Lloyd Warner of the University of Chicago has described a well- 
intrenched class status system of “lowers,” “middles,” and “uppers, 
the Negroes representing a separate caste with a social status infenor 
to the lowest caste whites. Perhaps the picture of hierarchical organ- 
ization would not be so dark if the situation in the large cosmoplitan 
areas were taken into consideration. But it is undeniable that Amer- 
ican society is marked by relatively stable social stratifications, ac- 
companied by deep-seated attitudes of superiority and inferiority. The 
principle of inequality is accepted and tacitly approved in the mores. 

In Who Shall Be Educated? Professor Warner in collaboration with 
Robert T. Havighurst and Martin B. Loeb applies his social analysis 
to education * Here he underscores a contradiction between theory 
and fact. The American educational myth, he says, is that all one 
needs to get to the top are “brains, a will to do, hard work, and plenty 
of ambition.” But in practice, our educational system has a double 
function: to help the few exceptional individuals to rise in the social 
scale, but at the same time to keep the main body of pupils in their 
social place. Professor Warner approves of this policy as properly 
realistic on the ground that class structure is necessary for all social 
organization and condemns as well-meaning but dangerous propa- 
ganda the educational views which make equality the directive 
principle. 

Economic status plays a primary part in social class stratification hut 
it is not the only, and at times not the most important, factor. Race, 
ethnic origin, generations of residence, church affiliation combine 
with occupational status and the source as well as the amount of 
wcalffi to determine one’s place in American society. At the top of 
the American social scale are those of “Anglo-Saxon” stock and other 
members of Nordic Protestant groups. At the lower end of the scale 
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gross external inequities will be eliminated. The change in attitude, 
the achievement of equality in a human psychosocial sense is a deeper 
problem. # 

Anti-semitism is a far less serious evil than the discrimination 
against the Negro, if judged by the deprivations with which it is asso- 
ciated. One important difference is that practially all vestiges^ 0 
legally supported inequalities have been eliminated. But anti'Semibsm 
is not less evil in its psychological and moral effects. The seeds of 
Jew-hatred lie deep in the Anglo-Saxon psyche as well as in the 
Teutonic soul, and evidences of it are all too frequent among Amer- 
icans of English as well as of German descent. It persists in vulgar 
forms, of gibes, of insinuations of dishonesty, of charges of promotion 
of vice. It finds expression in personal abuse when anger or intox- 
ication break down the bonds of conventional restraint. Worst of a “ 
are the vestiges of anti-semitism in the universities and professional 
schools which still practice the quota system for admission of students 
and in staff appointments. Apart from the injustices to individuals of 
merit, anti-semitism in our universities, as formerly in Germany, gives 
the support of the intellectual class to the prejudices of the backward 
rural communities and of the provincial small towns. In the last 
decade the situation has improved, perhaps in some measure due to 
the excesses of Nazism. Anti-semitism, however, is a strongly rooted 
weed in Western culture. Its persistence reveals the nodules of un- 
resolved irrationalities and equivocations in Christian thought. 

The issue of racial and religious discrimination goes far deeper than 
the liberalist patronizing advocacy of “tolerance.” The democratic 
philosophy has hitherto made the idea of liberty the keystone of its 
conception of social life and of government. But true liberty cannot 
continue to exist in an atmosphere of inequality. Material equality 
can perhaps be achieved without liberty, but liberty without equality 
is a contradiction and leads to 2 perversion of the idea of liberty. The 
demand for equality is the ferment which is stirring the world to un- 
rest and rebellion. A crucial problem in our era is to abolish the pat- 
tern of inequality that has dominated civilization since primitive 
times. The elimination of racial and religious discrimination is a 
many-sided task involving educational and legal measures. Any fun- 
damental change requires the abolition of the status system which, 
whatever other factors it includes, rests on an economic substratum. 
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ECONOMIC WELFARE 
AND WORLD COMMUNITY 


The acceptance of democracy as a guiding social philosophy 
requires a recommitment to the moral ends of the Declaration of Inde- 
pendence and of the Bill of Rights and a consistent and unconditional 
application of racial and religious equality. But such a reaffirmation 
of the ideals underlying the Constitution and of the need of their 
better realization in practice is not enough. While the ultimate aims 
an the political instrumentalities of liberalism remain basic for the 
emerging democratic philosophy, the circumstances of the age demand 
a reconstruction of its preconceptions in two interrelated spheres— 
m the economic field and in international affairs. Any discussion of 
democracy which does not include a statement on these issues is 
tantamount to an evasion of the central issues of our age and as such 
alS *T^ n ° f 3 CTUCial P roWem educational policy. 

e a ™ de of tf} e school toward controversial social issues goes 
. .V. 631 * democracy in its moral aspect The views of 

• 0n , p economic questions and toward international organ- 

a ^. dec . lslve \ n the teaching of the social studies and may affect 
ce^K^L 0 ^^ 011 ** Student in a11 sociaI relations. The con- 

P° hc y must be erected on the foundation of 
Cal -? hn . OSOphy ° f life ** corollaries: “a 

auate claw* in tv? 03 scien f es » that is, giving social studies an ade- 

the teaching with Ta*** ° f St ^ dieS; and > n0 less important, investing 
lth 3 democia tic moral purpose. 

tralism— wh^ht^ 6 ^ avo ‘ ded * "The first is the pretense of neu- 
quo or blind “ ns .? asi(m of issues, support of the status 

quo, blind following of uncntical public opinion. ' The other poh'cy 
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to be avoided might be called "social evangelism,” the advocacy of 
ideological blueprints unrelated to existing economic and political 
organization. The teaching of economics and contemporary affairs 
must go beyond the conveying of factual information. But the ideals 
that the school promotes must be rooted in American history and con- 
ceptions, and must take into account competent technical knowledge. 

1 

It is essential to move in the direction of a general equality of con- 
dition which was a basic factor in the development of social democ- 
racy in agrarian America. The growth of industrial society ten o 
accentuate class divisions in the United States as well as e sew ere. 
In previous periods when men perforce adjusted themselves to a 
scarcity economy, class divisions seemed unavoidable. Today, 
jective conditions as well as moral principle no longer warran S} 
tem which allows a considerable part of the P°P ulat,on . 1 
poverty or on a bare subsistence level and permits a minonty th 

the distribution of income coincides with the "a*" gi ^ . 
fries. Indeed, the wide distribution of purchasing Fwe ns * "£<*2 
if the highly productive °to taS 

utilized. Economists agree that if we are . of ^ frec . 

routine of the business cycle with an ev n . 1 ] ln j (] 1C 

enterprise system altogether, then we “"““^aXg prcv 
power of consumption along with our increasingly recognized 
ductive power. Enlightened business men hi e ^ 

the importance of high wages :n ™'nm conceptions and 

of the American economy. As comparri "™ 1 “ tave turned 
practices of nineteenth-centur) C3pi ' mn t h c on e who 
upside down. In that period the goo , ( ^ J ; ; s employees to 
could manage to pay the lowest ■ wag* and W f frt n 
worh the longest hours. Today, the g economic health 

realizes that his own success is connected will, 
of the country as a whole. „„o,a;tics as these interplay with 

In line with the new technical th£ political 

the ethical aims of *= dc ^f, C Economic older is tsbng 
system inherited from liberalism, a new cev 
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shape in the Western world, in the United States as well as in Europe 
in countries outside the Communist bloc. Developing out of capital- 
ism and retaining some of its features, it includes cooperative asso- 
ciations and various types of publicly directed and nonprofit under- 
takings. Whether the emerging economic system should be called 
capitalist or socialist is partly a question of the preponderance of one 
or another element in the economy, partly a matter of definition. In 
total pattern, however, the new economy differs so greatly from cap- 
italism or socialism as those economic views were conceived a half 
century ago that neither is fitting designation for it. Despite differ- 
ences in various countries, the new systems have several common char- 
acteristics: they operate within the framework of a democratic polit- 
ical order; they comprise mixed economic forms — private, cooperative, 
and corporative free enterprise along with govemmentally directed 
or controlled economic operations; the character and degree of each 
type of economic operation is worked out empirically and not deter- 
mined beforehand in accordance with an ideological blueprint. 

The emerging democratic economy is fittingly called “the eco- 
nomics of welfare.*' Ordway Tead has stated its primary proposition: 
“The purpose of economic effort is the well-being of all the people. 
We do not live to work. Economically, consumption is the aim. And 
until the interests of all the people as consumers are taken adequate 
account ^of, the economic system is at odds with democratic pro- 
fessions. 1 The welfare conception implies concern for the whole 
person as well as for all the people: health, education, security. It 
meins taking into consideration conditions under which the indi- 
vidual lives and works as well as insuring steady employment It is 
committed to the achievement of genuine equality of opportunity in 
Uie economic and cultural spheres. It involves reduction of the great 
ispa.nt) t!l ® distribution of personal income. Democracy does not 
require a leveling of income to a single mean standard, but it does 
conno e a gradation of income that will prevent the continuation of 
the status system. 

un( kriyi n g the new welfare conception differ 
. » ,i r °Ti h f gumptions of the classical economy not only in 

butalso y» wb at makes for the effectiveness of the sys- 
t 3 PP 3 ” us of production. In the ninetccnth-ccntury cap- 
italist 'lev., profit was the main drive wheel: the goods required by 
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the nation would be produced as by-products of a system designed 
primarily for yielding a profit to the owners of enterprise; the auto- 
matic working of the market would provide controls to insure the pro- 
duction of the kinds and amounts of the commodities needed. The 
new economic policy recognizes private profit as a legitimate stimulus 
and counts on the market as a controlling factor. But it makes con- 
sumption the key to the ordering of the economic system from the 
point of view of effective working as well as from the viewpoint of 
life objectives. It sees need as the source of economic energy and rec- 
ognizes that purchasing power limits the amount of this energy at 
can he utilized. The economic problem is now conceived in terms of 
reciprocal action between production and consumption, ro t oses 
its pivotal function white remaining normally an important factor, in 
some areas, particularly in agriculture and housing, govemmen su 
sidies are recognized as necessary either to limit or to .Emulate P"> 
duction. The economic system cannot he left to e ''°i. ,£. 
natural law" coordination and planning become esse ? * \ . 
the economic system begins to assume the aspect oj soc j 

Technological development has all but destroy ed dte possMdy of 
genuine competition among individual entrepreneu 
advancing and stabilizing the economy. Although the os tab 
absolute monopoly has been avoided, legs » ™ „ , conccn . 

the growth of whit A. A. Bale has called^ol^opolr, thc^nKn- 
tration of control in the major natrons «> numbcr 0 f 

mobiles, oil, electrical equipment, b> i/dustrv may set the 

giant corporations. A few “concentrate » « ^ 
conditions of opera rion for the soca * power of control 


corporations can - - a£:enc ics. me ocu>«»* 

eztends to snppliets of matenals „d (r ^ ^5^,.^. , 0 another ray 


a large corporation to move its plan ^ concentrates acting to- 
influence the fate of a whole regie i . (he national economy 

gethcr might initiate a .2^ jjpontion is now essen- 

as a whole. As Mr. Berio points out 

Hally a non-statist politial msHtution. „eccssaiy 

The large corporaUon is beconung democratic political frame, 
form of modem industrial order w industries to the ninetccntb- 

Thcre is no going back, in th = t » “rarshall huge capital, its 

century small-scale cnterpnsc. Its ability 
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power to coordinate and plan ahead, its readiness to use and to pro- 
mote scientific research make it an extraordinarily efficient instrument 
of economic production and advance. Its acceptance by the public is 
due to the realization that it has been the major factor in raising the 
standard of material welfare. Because of its enormous power and pos- 
sibilities, its operations must be subject to controls which will prevent 
it destroying the balance of the economy and destroying itself in the 
process. 

There are, of course, some checks on the arbitrary use of power by 
corporations derived from intelligent self-interest — the fixing of a 
“fair price,” recognition of the value of good public relations, realiza- 
tion of the desirability wherever possible of settling differences by 
negotiation, regard for the health and convenience of the w'orker as 


an element in efficient production. These are minor though important 
factors of control. The foremost check on the ambitious use of pow'er 
by tlie great corporations today is that of the well-organized trade 
unions now consolidated into a powerful force by the joint organiza- 
tion of the C.I.O. and AP .L. The trade unions taken as a whole rep- 
resent an outlook more in accord with the general welfare of the 
nation than that of big business. But the concentration of power in 
the hands of labor presents, if uncontrolled and undirected, a poten- 
tial danger not less serious than that represented by “management,” 
e new euphemism for the executive power of large-scale industry. 
Only the national government has the power and the authority to 
sen-e as the coordinating and directing agent of economic policy in 
its domestic and in its international relations. The welfare economy 
requires^ regulation, coordination, and planning within each industry 
“ 0r ° f ccon ? n y at the local and regional level. But it un- 
' 1 ) invo 'cs national direction under governmental agencies 

S \ Wld ? expanding area of activities, the extension of func- 
fnrthprT 2 ^ ltl3 , r an ^ assu niption of new responsibilities. The 
atmmilh? 0 ! ° ^, e ^ ar . e economy necessitates the coordination of 

,5? ^ an 1 "^ us brial production, the maintenance of a balance 

nf nmfr, & S 100 ? 3 °f Business and Labor, the support 

n Um ^ ge Standards throughout the country, the 

in fields uhere il is sti11 '^le. It 

tion or nmrinrr ^ re ^ lt control to expand or contract consump- 
pr on and to prevent extreme inflationary movements 
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which economists rank with unemployment as the twin dangers of the 
free-enterprise economy. Periodic unemployment still remains the 
Achilles’ heel. Though only a palliative, the introduction in the auto- 
mobile and other industries of partial payment for unemployment is 
an important step toward a guaranteed annual wage based on con- 
tinuous work with regular vacations. 

On the constructive as well as on the regulative side, the govern- 
ment has an increasing series of obligations to supplement and direct 
private enterprise. This includes conservation and development o 
natural resources in the public interest, the improvement of hig ways 
and waterways, the development of hydroelectric power and, m the 
near future, of atomic energy for civilian uses. In the area o e con 
servation of human resources, there is need of a planned public health 
program on a large scale to supplement private medicine an p i 
thropy. The program of social security requires further ex cn 1 
safeguard completely against the disabilities due to a^ent dl h It , 
and old ace. Of basic importance to the welfare of the nation 


and old age. Of basic importance to the welfare 0 _ 

problem of slum clearance and the construction o 
Progress has been made throughout the county m the ^ment 
of educational opportunities. But an ertreme i P ^ munities and 
among the various states, between rural an m ^ schools 
in opportunities afforded to whites and I g 1 • “jf on 0 f 
havener, opened to a ve ? la-ge p tods, 

all classes. But without add ' b ? n ^^ I ‘ th o 0 ^rtunifo afforded 
colleges and universities remain-despite tneupj~ - dd]c d35S and 
by scholarships and the GI bDl-institutions for the middle c 

wealthy. 

We have still far to go before « 
ment of democratic principles _ ^distribution of wealth, the status 
some reduction of extremes in th American society. Monetary 

system remains a characteristic fotmeof ^ a5 com- 

rewards from business operations arc ^ occ J^ t i ons and from pubhc 
pared with earnings from mtell ^ss communication media, 

service. Commercialization pervades t JL . m uch survive* of 

the moving pictures and r 0 hn Maynard Keynes, not 

the unsavory' aspects of capitalism 
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a moralist but an economist, has described as “absolutely irreligious, 
without internal union, without much public spirit, often, though not 
always, a mere congeries of possessors and pursuers.” 3 

We have moved a considerable distance in the direction of a wel- 
fare economy in response to the lessons of the depression of the 1930% 
the urgencies of World War II, and the fear of possible conflict with 
communist states. Despite the efforts of the Eisenhower Admin- 
istration to delimit the participation of government in the economic 
area, the major measures of the New Deal have been preserved. But 
we are far from having accepted the principles of the welfare economy 
as a clear basis of policy. The huge defense budget and federal partici- 
pation in promotion of aircraft production and the development of 
atomic energy conceal the large part that government plays in main- 
taining the national income on a high level. 

The experience of the last score of years should have taught us that 
government participation in the national economic effort is a means 
of releasing potentialities, not curtailing them, and that its efforts are 
directed toward the protection of genuine free enterprise against the 
encroachment of gigantic corporationalism. Nevertheless, our pre- 
conceptions are still weighted by nineteenth-century economic views. 
Our liberal economists are led to publish their proposals under such 
titles as Saving American Capitalism” when their real purpose is to 
advance the welfare economy; and conservatives score a point when 
they decry as creeping socialism” any nonprofit public project, how- 
* n conce ption and democratic in method of execution, 
e welfare state could indeed become a “road to serfdom” if ft 
were not developed under the democratic constitution which requires 
ra 1 cation of each step by freely elected representatives who respond 
to the vaned interests of the different sections of the population. In 
.. ? of a democratic frame of reference, every element in 

» ? , a f S 1 i y , ? eS a different form than in totalitarian states. As 

r-JJ- ' j?* observed, “planning” as the opposite of laissez 

'• f COOr . not coercion. In totalitarian societies control is 

-.T ^ penalties for failures to perform in accordance 

accentanrJ 3 ? ,In P osc ^ ^° m above. In the democratic procedure, 
acceptance of government control, as in the case of the parity pay- 

benefit t Jf 1 * / C ', U ac ^ ievc d primarily by the inducement of a 
benefit, a choice of alternatives is present, and a large area of action 
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is left to local and regional planning. The emphasis is not on the 
power of government to enforce decisions but on its ability to attach 
problems on a large scale and to bring to bear expert knowledge and 
scientific research in their solution. 

The democratic welfare state operates under a mixed constitution 
in the economic as well as in the political area. What is envisaged is 
a pluralistic economy in which a large scope is left to free enterprise. 
Freedom of the person is related to freedom in the economic field, 
freedom to choose one’s occupation and freedom of initiative. The 
freedom of the individual depends, moreover, on his ability to organ- 
ize voluntary associations and this implies freedom to use savings for 
other than state purposes. A point that needs emphasis is the part a 
free enterprise plays in maintaining free research and aa ante rcc- 
dom in higher education. While private endowments may 05 ® 

limit academic freedom, the dangcis arc less than in a com P £ 
state-controlled system. A statfrdominated educations sys 
higher levels of education, at least, would mean the en o 
freedom in the political field. 

Democracy and the welfare stale arc in the prof ounda t scracro 
plcmcntary to each other, since both rest on a lug i rep P”, j 
intelligence and a deep concern for the common _Kh«l 

cannot alone counteract the competitive alii . 

dusting institutions or itself « 

can, in times of transition, when social f toward the 

ment, aid, through study and analysis, c j ua |ional pro- 

fulfillment of democratic ends. Partition ■ , matte, 
fession in formulating economic goals ,l^ nw! h, honest thinking 
of social responsibility and as a demand o 
about contemporary issues. 
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embody the idea of a political world authority. Through its various 
commissions, bureaus, and institutes, it accomplished something in 
the way of promoting international cooperation in the fields of health, 
education, agriculture, and technology. In the main purpose for which 
it was conceived, however, the abolition of war as a means of settling 
international disputes, it failed utterly as we know only too well. 

The weakness of the League consisted in its inability to bring effec- 
tive sanctions to bear on nations which refused to abide by its de- 
cisions. The principle of unanimity on which it was based and which 
made coercive action impossible reflected liberalism's dependence on 
man’s rationality and good will, its belief that war so obviously de- 
structive to both victor and vanquished could be eliminated through 
proper education, through cultural exchange, through the promotion 
of international commerce, that is by measures that did not involve 
resort to coercive force. The liberal made a false antithesis between 
force and reason”: he did not face the fact that civilization has ad- 
vanced not by the abandonment of force but by the organization of 
force under law. The real opposition is between the disciplined use of 
police and military power, when this becomes necessary, under the 
direction of constituted authority, on the one hand, and the use of 
violence, the arbitrary use of force by individuals or nations in defiance 
of accepted principles of an established community. In the organ- 
ization of the United Nations, the futility of dependence on reason 
and persuasion alone has been recognized. At the same time, the im- 
mense difficulties, in this stage of the world development, that stand 
m the way of erecting an effective supra-national authority and the 
creation of a collective force operating under international law have 
become abundantly clear. 

Another fallacy which sometimes attaches to the liberalist-humani- 
tanan mentality is that national sovereignty is the major obstruction to 
m emational peace and welfare. Abstract cosmopolitanism fails to 
reckon with the fact that the nation is still, in our day, the basic 
social-cultural unit as well as the essential political entity. For any 
na on o^ yield its right of decision on issues which affect its survival 
or l unique cultural character would in the present stage of world 

e\c opmcnt mean submitting its fate to a more powerful nation or 
an imperial power. It was the consciousness of nationality which 
cnamed Yugoslavia to exercise a measure of independence from Soviet 
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domination with decisive consequences in the modification of com- 
munist policy. It is the difference in culture and tradition that gives 
hope that China wall, despite its communist ideology, refrain from 
merging with Russia into a single colossal monster to bestride the 
world. It is the impulse to national survival as in France and Germany 
which compels international agreements in which each nation pro- 
tects the interests essential to its own preservation within the regional 
plans for European unity. The international world organization that 
we look forward to will be directed by the democratic 
principle of a federal authority which will leave a wide range o 
autonomy to each nation. As Dag Hammarskjold, Unite . T 3 . 0n f 
Secretary General has formulated it, the task of the Uni e a ion 
is “to provide us with a framework inside which it is possible to 
serve the world by serving our nation and to serve our na 1 y 

St Th ! vSid principle of nationality may become P=™rtcd and tun, 
into an aggressive nationalism just as the democra P P j 

individuality may become distorted and turn ,n . tiona i 

individualism. In the integration of the individual *n^h^ h0 ^ 
community we have the advantage ol F com™ ™ co^onsj md 
interests, of the influence of schools, an o 0 ?hcr hand, 

law backed by police power. The intemationa , -voluntary 

is still supported only by intangibles, by as P ira ! ’ 0 t be created 

agreements. A genuine <ta» 

by fiat or quickly fabricated by concep i^lhiral and economic 

a nation can be. Itrvill require £££ and 

interchange, the organization of regi of the United 

above all, the gradual strengthening P° bc f orc an y real 

Nations as an instrument of are twt, com- 

world organization can be broug «» d S ^ unit) . must be 

piemen tary spheres in which a far & , - material conditions 

achieved than now exists: first the sphereo ti» c ^ 
of life, and second, tlie area of comm 

Under! lying the many fartoB tto j correlated with hog 6 

radical disparity in levels * the «™ ld ' 5 ^ 

differences in standards of living- 
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tion live in underdeveloped countries where the masses of the people 
struggle daily for subsistence while a tiny minority are wealthy. In 
regional terms, a shocking contrast exists between the economic con- 
ditions in the industrialized countries (United States, Canada, Great 
Britain and the northwest countries of Europe generally) and the 
countries based on a still primitive agriculture (nearly all of Asia and 
Africa and a large part of South America) . The countries on the shores 
of the Mediterranean represent an intermediate but still low con- 
dition. The threat of communism in the underprivileged areas of the 
world grows in the soil of "hunger, poverty, disease and illiteracy,” as 
all writers agree. 6 

The United Nations has given recognition to the importance of 
the economic factor in the promotion of world peace. Significant as 
its efforts are as tokens of international cooperation, the amounts 
available represent only a drop in the bucket in face of the vast 
problem of raising the standards of living throughout the world. The 
same may be said of bilateral and regional plans through loans and 
technical assistance, such as the British Colombo Plan and our own 
Point Four. Though Point Four represents the largest expenditure, it 
touches only the fringes of the problem; confined as it is to teaching 
Toiow-how’ its immediate effect on the general development B 
ardly noticeable except by those closely concerned with the experi- 
mental^ programs. Moreover, as our political leaders make plain, our 
ai is given in line with the policy of containment of communism. The 
nationalist leaders of Asia and the Middle East resent this as an 
attempt to subordinate their countries to foreign domination. In lands 
still smarting under the wounds of colonialism, the aid we give may 
e regar as a step toward a new imperialistic penetration or at 
es a well-meaning but mistaken attempt to impose our own 
economic and social ideas upon them. As Eugene Staley says in The 
udeveZopcd Countries, in the absence of drastic reforms, 
and t oconomic assistance may "actually contribute to 
tetween the haves and the have-nots, with the result 
before coun try would be more susceptible to communism than 

rrnmid^f a *nH^ imCn ^ 3 °f political democracy in the back- 

domination 1 , crac 3'. jxwerty may in effect support the continued 
domination of a privileged class. Democracy has bSn built up on the 
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basis of a substantial middle class and at best works slowly. Its 
successful operation depends on a balancing of fairly equal political 
forces and requires an atmosphere of security favorable to discussion, 
negotiation, and compromise— a willingness to take less than the full 
loaf since half a loaf is already assured. Moreover, democracy once 
revolutionary is today a force of conservation. In the underprivileged 
countries, the United States, its announced exponent, has as often as 
not thrown its support to reactionary groups, and by abstention if not 
by positive action helped to maintain the vestiges of colonial policies 
of our allies. The Asian intellectual, though not at heart unfriendly 
to America, is likely to regard us with less than full confidence; he 
"sees the bad in us and not the good in us,” as Paul H. Douglas as 
phrased it . 7 The Asian world suspects us of imperialism, thinks us 
not fully committed to peace, and is convinced that wc are a prey o 
racialism. A fourth charge is that our civilization is supc cia 
characterized by addiction to "chewing gum, hot dogs, 3 n com 
strips"— and that it is materialistic, as George F. Kennan terms i, 
that it has "no higher social goal than the self-ermchmcnt of theim 
dividual, and where self-enrichment takes place pnmnn y in ^ 
goals and gadgets that are of doubtful utility >° the Amcri- 

Ure deeper satisfactions of life. . . .- Tl=e onwrded vimvs o Amn 
can policy and caricatures of American life do no credit 
of the critics. But certainly there is enough truth >n the l dutorted pro- 
ture as many others see us to disturb us in our C °™P‘‘ Western 
In the areas which hold the balance of power j )a$ cfrta ; n 

democracies and the Russian-Chinese ^.j 0 nalirt leader, 

advantages as seen from the point of vtov o f Jen nhonaW ^ 
It promises a quicker solution to the socia confiscate land 

it does not hesitate to use ruthless measures 
and destroy the ruling minority of -national aspirations 

against poverty and illiteracy with SU PP° . ]e promotes its 
in each country for freedom from colomal wws , 

revolutionary program through natnc * . personal ad- 

ful communist regimes open opportuni i a iong with their 

vanccmcnt and for service to their cou ” . pn) p3r3nda lay* 
promises of material prospenty, eom hanon desire for status, 
emphasis, as Eugene Staley says, on ■ « j]ic Asian intel* 

equality, freedom from domination or oppression. 
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lectual, who plays a leading part in the insurgent nationalist move- 
ments, not too sure of the disinterestedness of the Western powers, 
may be inclined to give communism the benefit of the doubt— to 
hope that the period of violence and regimentation inevitable in 
revolutionary change will be moderated by native leaders and that it 
will be temporary. 

Despite the extraordinary difficulties of the problem, Eugene Staley 
concludes: “If the resources of the West are really brought to bear 
on the development of the problem, then the Communist challenge 
can be met successfully /' 6 In the light of his own analysis— his empha- 
sis on the importance of living up to our democratic ideals in our own 
affairs as well as on the need of very great sums for foreign aid — there 
would appear to be a large grain of wishful thinking in this optimistic 
resolution of the world problem, achieved with the aid of an “if- * 
Raising the standard of living throughout the world is a long-range 
problem that must be accomplished by the backward nations and 
regions in terms of their own conditions and in the light of their 
own counsels. Aid from the outside can at best be supplementary; 
the more of it the better, the more of it channelled through the 
United Nations the wiser. It should be given, as Hamilton Fish 
Armstrong suggests, on an objective practical basis, on a judgment of 
what each country can absorb in consideration of all factors, of avail- 
able personnel, of political conditions, of financial stability . 10 

Above all, foreign aid must be granted strictly as a means of eco- 
nomic development, not as an inducement for political or military 
alliance. The relation of a country to the Soviet orbit cannot realisti- 
ca y be disregarded. But w-e need not go on the assumption that 
nations not completely committed to us or to our way of life are neces- 
sarfly against us. Much in the next period of history depends on the 
bloc of Asian and Mideastem nations-whether their neutrality will 
um into a negative pacifism, be betrayed into a tacit collusion with 
communism or evolve into a true internationalism in a loyal ad- 
^ nit ^ Nations in its principles and in its spirit. We 
* 1, " e 1:311 through moral influence and through material aid 

6 n ^ u ^ ra ^ na hons on the road to democracy; but w’e cannot 
whatever we do coerce or buy integrity. 
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All that can be expected in the foreseeable future is a gradual 
emergence out of the stalemate characteristic of the post-Korean era 
into a less hostile coexistence, eventuating in the course of time in 
some form of cooperation between East and West. A secure and 
enduring peace in the world awaits— in addition to an appreciable 
reduction in the differential between the living standards in vanous 
parts of the world— the development of a basic unity of belief an a 
sense of community with all mankind. “International war,^ . • 

Feller has told us in what has proved to be his testament, cannot 
be eliminated without strong international institutions and . . . sue 
institutions cannot be created without a growing sense among dif- 
ferent peoples sharing common beliefs and aspirations an a 
desire to live together in a community with others. 1 
be metaphysical principle, however universal, or a re J' . ’ 

however catholic, or a monistic political system desen c 1 y • 

It can rest only on an ethical idea-a charter r of hmnan ngto- 
embodied in a stmeture of law and supported y P° ' , ^ ' 

For such a charter wc have an outline m the Umted Nab™ 
Universal Declaration of Human Rights. U of 

Commission appointed for the purpose un er on on Decern- 
Mrs. Eleanor Roosevelt, and adopted after a ulltosmn on Dec™ 
ber 16, .948, during the third s«s, on of fa 

vened at Paris. There were forty-erg stained As it stands, 

opposition, but eight states of the Sonet M« “ ,[ 

it is, as its title sap, a Declarabon: it has no W aD d 

It was to be followed by two coven ff^'. {a] rigllts> Differences 
political rights, and the other economi procedures, the United 

of opinion have arisen both as to con e .. . g ut the Dectora- 
States as well as the Soviet Union been cited by na- 
tion has not been without some m ^ d . the constitution 

tional courts and legislatures and been embome 

of a number of new Hon at preS ent has mainly a moral 

Despite the fact that the Declaration tp^ development s.gnff- 

and educational value, it t on fundamentals and in the 

leant in the large ^““^'/SSon stands as an enrity."” M 
cleavages it dramatizes. 
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Preamble and thirty paragraphs cover the whole range of human 
rights: Individual and Personal Rights — e.g., slavery, equality before 
the law, public trial, freedom of movement; Right of Relationship — 
e.g., family, property, freedom of expression and association, participa- 
tion in government; Economic, Social and Cultural Rights— e.g., right 
to work, to rest and leisure, standard of living, universal education. 
The human rights included two major areas: the classic civil and 
political rights which we associate with liberal democracy in its 
broadest sense, and the economic and social rights which have been 
more clearly advanced in socialist trends of thought. The Western 
powers would have been satisfied with the former but “the under- 
privileged peoples of the world,” as Dr. Eichelberger reports, “argued 
that the right to eat was as important as the right to vote.” 13 It h 
due to their insistence that the economic clauses dealing with the right 
to work— to free choice of employment, to protection against unem- 
ployment, to assurance of social security — were introduced along with 
the right to own property, guaranteed in the traditional Bill of Rights* 
It is a matter of extraordinary significance that the representatives 
o the two views, that which emphasized economic rights as well as 
that which laid the stress on civil liberties, came together in a united 
statement. Outside the communist states in the Soviet orbit, a broad 
consensus on fundamentals was in evidence despite variations in 
estimate of importance of different sections and differences of opinion 
as o low far to go in detailing provisions. The division between the 
commonalty of nations who voted for the Declaration and the 
amtammg comrminist minority, on the other hand, revealed the gulf 
between two world-views of the relation of human rights to social 
orcamzatinn ° 


, ramble of the U.N. Declaration following our own Decbra 
the v* CC J*; 00 !? 1 * 205 that: "the inherent dignity and . . 

is th^fnim^ ln3 ^ hcnablc rights of all members of the human famil) 
as in tlir t* *° n °* justice and peace in the world.” Thus, 

it mak« t ,51 ° US - a , nd lhe cbssic ‘Virion of the Western world 
pudbtes an * er * or an{ l superior” to the state. It re 

deny the state is superior to the person, that it C3r 

dccbrcd ^ghts of man. The tenor of the 
debate, Andrcfy* 'v- tJ’V” ? lc °PP°site direction. In the fina' 
* ndr ° Y - the Deputy Foreign Minister of the 
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U5.SJI. declared "the rights of human beings cannot be considered 
outside the prerogatives of governments." 11 Another representative of 
the Soviet group, A. P. Pavlov, wanted to amend the right of religi- 
ous freedom and the right of movement by adding the clause: “in 
accordance with the laws of the state.” 15 In all rases, the Com- 
munist representatives rejected the general view if it failed to har- 
monize with Marxist doctrines. 

The Universal Declaration of Human Rights points the way to a 
new era. Before its articles are fully realized in practice, it will require 
embodiment in law, implementation in institutions, and enforcement 
through collective security. All this will not happen quickly in our 
day. But the movement is forward and there is ground for faith in 
ultimate victory — not only because the more perfect democracy which 
it represents "is better attuned to the real nature of man” as Kennan 
has phrased it, but because it represents the fruit of a long historical 
experience, rooted in prophecy and sanctioned by enduring religious 
belief. 
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TRENDS OF THOUGHT IN SCIENCE , 

IN THE STUDY OF MAN, AND IN RELIGION 


The social changes discussed in the foregoing chapter- 
directed as they are by the ideas of racial equality, of the welfare 
state, and of an international order— imply modifications in mental 
and moral attitudes from those which were central in the age of 
Liberalism. There are signs, also, that a new pattern of intellectual 
and spiritual beliefs is taking shape in the world of science and 
scholarship differing significantly from that which dominated the 
thought life of the previous century. In some respects the new 
orientation represents a continuation of trends characteristic of the 
modem age; in other respects it is reminiscent of medieval and 
classical conceptions. Contemporary thought attempts to give con- 
sideration to the aspects of order and permanence as well as to the 
ideas of progress and of change. It emphasizes the significance of 
general ideas as a means 1 of understanding empirical observations. It 
reflects a concern with guiding ethical principles in the contro o 
conduct without denying the import of the individual s experience an 
judgment. There is renewed interest in religion on the part of the 
intellectual class and a search for a genuine rapprochement with 
science that goes beyond the previous truce of mutual 
A distinctive feature of the contemporary .nielli sctual outlook « a 
reaction against the individualistic emphasrs of tnudtoft ccntoy 
:_i 1 cwc ; s laid on the factor of association, on the 


significance of 'groupings, on the effect of whole ™ 


empirical thought. Stress is 

which compose iTcSr’teis dinrf nof primarily by a ^mmtion 
of an obj«t of observation seen « “ 

structure, of orgauism 
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and gestalt, evidence the wide influence of the holistic idea. The new 
approach which implies the interplay of multiple factors runs counter 
to the deterministic and mechanistic interpretations dominant in the 
previous scientific era. . - 

There is some danger today that the emphasis on the organic an 
on the collective will crowd out consideration of the specific and the 
individual. In the more careful formulations, attention is given to the 
dialectic principle— to the need of considering terms in relation to 
their opposites, of bearing in mind the tensional force of antinomies. 
Monistic views which make idealism or materialism, freedom or 
determinism, the single controlling factor are yielding to con- 
ceptions which invoice the deliberate consideration of multiple aspects 
in all areas of investigation— particularly in the fields of history and 
social affairs. In a fine passage, S. Robert Oppenheimer strikes the 
new key: **. . . only a malignant end can follow the systematic belief 
that all communities are one community; that all truth is one truth; 
that all expenence is compatible with all others; that total knowledge 
is possible; that all that is potential can exist as actual.” 1 

1 

' The new way of thinking finds striking exemplification in the novel 
views held by physicists today. The Newtonian cosmos of the pre- 
relativity age was made up of individual particles — each one, “solid, 
mass) - , hard, impenetrable ... so very hard as never to wear or break 
in pieces.” These moving bits of matter combined in multitudinous 
ways in accordance with definite laws to form the diverse things and 
creatures of the world. Accordingly, everything that happened was 
predetermined; if we knew enough we could explain all in terms of 
prior causes; if we knew the present fully, we could prophesy the 
future. Contingency was eliminated; the universe was a gargantuan 
mechanism which acted in predetermined way’s by rigorous laws of 
motion on the basis of fixed properties of material particles. 

From the new physics we get a different picture. The idea of a pre- 
determined universe governed by precise laws has been replaced by 
the view that we live in a world of probable happenings. The rigid 
°^5 ausation ^ as been supplanted by the notion of mathematically 
definable correlations between series of events. The classic doctrine 
o ws as embedded in nature which hold with equal accuracy for the 
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tiny atom and the immense cluster of stars has yielded to the concept 
of statistical constants which vary in relation to the area of inquiry. 
In some areas it is possible to predict what will happen with a great 
degree of probability; in others, as in the world of electrons, neutrons, 
protons, things appear to happen at random. The isolated atom 
seems to behave anarchistically, eternally changing in a veritable 
Heraclitian flux. It tabes on character from its relationship to its sun 
roundings. 

In accordance with one view, the visible uniformity of the New- 


tonian law’s, as Poincar£ first suggested, may be the result of the 
averaging of the movements of large numbers of phenomena which 
taken by themselves would exhibit the indeterminate behavior of 
minute particles. The apparent accuracy of the laws of the physical 
world, in harmony with this conception, might be compared to 
mortality tables by which we can prophesy with great accuracy the 
number of people who will die in a given region at a given period, 
though we can never tell when a particular individual will suffer the 
inevitable fate. 2 Einstein, however, still retained the conviction that 
causal laws are operative in all realms of physics, in the sphere of 
minute events as well as in the large-scale world open to ordinary 
observation. He held to the belief that there is a rational order m 
the universe, a faith which he sometimes expressed metaphorically 
in his refusal to believe “that God plays dice with the world. 

The term "relativity” has been misunderstood to mein that chance 
and indetermination are universal principles ruling e wor in a 
areas of human experience. “Relationatism would, per ps, 
better designation for the idea that the character of a phenomenon 
is dependent— not on its own properties, whatever a ^o .JV . 
but on the context of events end of things m which it ha: 

In accordance with prevailing views among p 1 >" S1 E' p or 

Hon reigns in situations where the object rs m6mt esrma% *mall°r 
extraordinarily large in relation to the rate of 
happenings of natare as observed by . demeans of 
things move with the velocities to which 

the principles of regularity and ‘ Iton and his eqna- 

Oppcnheimer assures ns: Nen-ton s jaw ro]ms of phy-aical 

Hons of moHon apply to and nndcrlie m irn^ ^ ^ o!her a „ j st M 
experience and are not made wrong by 
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vaster spheres they must be replaced by the broader laws of Einstein. 
Whatever the ultimate explanation, the total effect of the new' con- 
ceptions in physics, increases rather than decreases "the objectivity, 
firmness, and consonance to law” of observed phenomena in the 
world of nature. 

The principles operative in any sphere, however, cannot be deduced 
from a single rigid law; they cannot be ascertained for an area with- 
out study of that particular area of human experience. The new phys- 
ics does not pretend to offer a final, decisive, conclusion as to the met- 
aphysical nature of the universe — on the question whether change 
or constancy is fundamental. For one thing, the findings on the nature 
of the atom may again be reversed as they have been in the past. 
In another age, physicists may come back to the ancient view that 
the atom is really an atom— an indivisible unit of matter. The new 
physics docs not compel us to believe that ultimate reality is ever- 
changing any more than it forces us to hold that only the unchang- 
ing is devoid of illusion. It tends rather to confirm the age-long com- 
mon-sense view' of the dualistic character of all existence: “These two 
ways of thinking, the way of time and history and the way of eternity 
and timelessness, are both part of the effort to comprehend the world 
in which he lives .” 2 * 4 Ceaseless change and creative novelty on the 
one hand, symmetrical order and balanced stability on the other 
hand, are necessary complements of understanding. The main point 
is that in the observation of phenomena, the changing must be seen 
in relation to the unchanging. 


2 

In repudiating absolute determinism, the new physics emanci- 
pates from the metaphysical dogma that discourages man’s effort to 
build a better world. It does not support the view that the universe 
is automatically evolving toward human welfare. But neither does it 
condemn us to the conception of the woild-machine running down. 
When men of science warn against the possible destruction of the 
human race by the release of nuclear energy, they mean to urge us 

°.^L °“ r intelligence to avoid catastrophe, not to predict an in- 
evi e ate. The theory of probability underlying the contemporary 
concep on of the character of nature does not mean that everything 
is possi e, or possible at all times. Events are not pre-detennined but 
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they are not unconditioned. Any happening in the world depends on 
numerous factors operating in a dynamic context of conditions. What 
is possible or probable is always an estimate, but the more we know 
and the better instruments we have, the surer are we of controlling 
outcomes. If the new view deprives us of absolute certainty, it allows 
scope— always within limits— to man’s possible control of his destiny. 
The new physics supports the common belief that ideas have power, 
that devotion to set purposes can shape the world in which man lives. 

An important corollary of the "relationist" principle is a denial that 
all phenomena are governed by or can be reduced to physical laws or 
defined in naturalistic terms. It suggests that every plane of existence 
— the physical, the biological, the psychological, the social— has its own 
distinctive principles and involves a particular language. When a 
term is taken from one field of investigation and applied to another 
field— when, for instance, "organism," a biological term, is used in 
the description of social behavior— this needs to be done with the 
greatest care, with the conscious realization that it may possibly mis- 
lead. The language of two sciences, though similar as in the case of 
physics and chemistry, will never be identical: in complex chemical 
forms of biological character, the language of physics might not be 
applicable. When we attempt to deal with ethical, political, philo- 
sophic, and religious questions, the use of physical and biological 
conceptions is likely to lead us astray. What we learn from one field ot 
knowledge may suggest fruitful ideas or methods of approach for other 
fields. But in final analysis, each area of investigation requires con- 
sideration in terms of its own unique type of phenomena. 

The relevance of one field to another is not in the nature of com- 
pelling truth but, as Oppenheimer suggests, partakes of tb ® 
of an analogy. The validity of the analogy will depend on (he might 
of the one who makes if, on the liberality and depth cl ft e ta* 
edge employed. The "unify of science" is not to be i com*, ed I n terns 

of a few basic truths thatcan be univemlly applied. It nnctgobd 

or total, or hierarchical.” The unity of science 

to diversity as well as to homogeneity. The on , , j 

edge cross-fertilize each other: creative tough ? ?“Kft ffib 

ideas developed in different contests are brought in t ouch wathcacn 
other. The pursuit of science involves 

munication, not only between individuals workrng in the same nans. 



l88 TIIE IDEAL AND THE COMMUNITY 

and not only between scientist and scientist, but of scientist with 
students of society, and of philosophy and leligion. 

The conception of the distinctiveness of various areas of human 
knowledge and the fruitfulness of interaction among them suggests the 
lines along which the century-long conflict between science and 
religion is being resolved. It makes both areas of experience irreplace- 
able as resources for intellectual and spiritual development, each 
unique but not self-sufficient, both invaluable, but neither primary. It 
supports the view that knowledge of the cosmos as the physicist sees it 
can never provide us with the ends of human action; nor can scientific 
methods, however broadly conceived, give us any idea of human 
values. With all his high appreciation of the great achievements of 
science, Einstein agrees with this common judgment of mankind: 
science can provide us with objective knowledge which aids in the 
fulfillment of definite purposes, but it can not give us the ethical aims 
that characterize the human being. The “ultimate and fundamental 
ends must be sought in the great traditions of mankind. “To make 
clear these fundamental ends and valuations, and to set them fast in 
the emotional life of the individual, seems to me precisely the most 
important function which religion has to perform in the social life 
of man/' 5 


The scientific attitude, on the other hand, as the contemporary 
scientist sees it, can have a beneficent influence on religion, in freeing 
mans mind from the fetters of fundamentalist literalism and com 
tributing to the spiritualization of our religious attitudes. The pursuit 
o science liberates men from bondage to narrow egocentric interests, 
inspires consecration to ideas that have a supra-personal dimension, 
and fosters a reverence for the rationality manifest in the universe. The 
tnie scientist “achieves a far-reaching emancipation from the shackles 
ot personal hopes and desires, and thereby attains that humble attitude 
° i,T - t( ^ waid the grandeur of reason incarnate in existence, and 
whicn, m its profoundest depths, is inaccessible to man.” 8 The in- 
unence is reciprocal: the religious outlook liberates science from 
enslavement to the individual observed fact, from the crude trial and 
CTror proce ure, from the subordination of reason to practical utility* 
,*1 genuine y great achievements in the history of science have 
*I oest / or unity and universality’, in the urge to 
e reality behind temporal phenomena, to the pursuit of 
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the ideal for its own sake— for the sake of Heaven, as the Hebrew 
expression goes. 


3 

In the study of human nature, trends of thought similar to those 
observable in the field of physics appear to be operative. Emphasis is 
placed on the multiplicity and on the interaction of the factors at 
work in the formation of character. Full recognition is given to the 
element of association as a necessary condition of human behavior 
and of the importance of particular social environments— of prevailing 
conceptions as well as institutional structures— in determining in- 
dividual and group responses. Like the entities that compose the atom, 
the human individual taken alone is seen as a locus of undirected 
impulses not easily harmonized. Matching the notion of the inscru- 
tability of ultimate reality in the cosmos as viewed by the physicists is 
the conception of the engimatic character of the inner self as analyzed 
by psychologists. 

Under the regime of liberalist philosophy, each individual was re- 
garded as a self-sustaining being. His nature, determined primarily by 
heredity, could be modified to an extent by social conditions, but 
society itself was conceived as determined by natural laws. The 
evolutionary view, with its implication that man is nothing more than 
"a higher animal," lent support to the idea that human wants were 
essentially biological needs directed toward self-preservation an l re- 
production. Political and social arrangements were conceived as m«ns 
of achieving a generous fulfillment of creaturely svanb Ethics ^s 
reduced to giving each individual an equal opportumty to compete 
in the struggle for existence and in the realization of ^dividual «paci 
ties. Cultural values were allowed as leisure-time actmbes-ammal 

3 T£? 1 ^"decades of the nineteenth century *** 

the influence of German idealism, <nnplu.su : bepn tn ta tad on a 

social factors governing human development and on therte of Kh 

realization of the spiritual personality as a theuaht fared 

itself. In the United States rvhere the idnilnUe hneof thought tart 

with Darwinism, a biosocial concep animal nature, but 

man's nature was conceived a ! con “ d ^ reper toire of human 
important qualifications were introduced, the repe 
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instincts and native tendencies was conceived to be larger and 
more flexible, subject to a high degree of conditioning and modifica- 
tion. The long period of infancy and dependence on the parents 
characteristic of the human race made possible the process of educa- 
tion by means of which the human animal is transformed into a 
social being. 

From this view, there is a short step to the idea that the human 
being is a creature of culture and not a creature of nature. John 
Dewey, pioneer in the elaboration of the biocultural conception rep- 
resents a transitional position. As he explains in Logic: The Theory 
of Inquiry, his philosophy represents not a pure naturalism but a 
“cultural naturalism.” The characteristic human activities are con- 


ceived as growing out of reactions typical of all living organisms in 
response to environmental situations. The transformation from the 
animal to the human plane results from a double factor — the element 
of association interacting with the element of speech. “Man is 
naturally a being that lives in association with others in communities 
possessing language, and therefore enjoying a transmitted culture .” 1 
The imprint of the individualistic and biological emphasis, however, 
remains strong. Human culture and social organization have a primary 
value as aids for survival in meeting the problems of living and in 
releasing potentialities which still, somehow, are conceived as being 
located in an individual self. 

Contemporary thought is moving away from the biologically domi- 
nated conceptions of the Darwinian era. Ernst Cassirer crosses the 
frontier into the realm of a consistent cultural conception, equally 
opposed to a metaphysical and to a biological view of the essential 
nature of man. “We cannot define man by any inherent principle 
which constitutes his metaphysical essence— nor can we define him 
by any inborn faculty or instinct that may be ascertained by empirical 
observation. Man’s outstanding characteristic, bis distinguishing marie, 
is not his metaphysical or physical nature-but his work. It is this 
work, it is the system of human activities, which defines and deter- 
mrnes e circle of ‘humanity.’ Language, myth, religion, art, science, 
history are the constituents, the various sectors of this circle .” 8 Man's 
origina nature cannot be ascertained from an examination of animal 
P?? f ° ® r |f 0ui the reaction of infants. Native potentialities must 
be inferred indirectly from a study of man's cultural achievements in 
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literature, in art, in religion, in philosophy and science. Man’s nature 
and needs must be learned from an analysis of the evolution of the 
institution of law, of the family, of the church, and of the state. 
The study of man from the biological point of view although indis- 
pensable in understanding man's impulsive reactions is bound to 
mislead if we conceive of it as giving a clue to his true nature. We 
must begin the other way round and trace back to man’s potentialities 
from considering his distinctive achievements. 

As we work back from the cultural achievements to the original 
nature of the human creature, we find a clue to man’s distinctiveness 
in his power to use symbols. Man is an “animal symbolicum : he lives 
in a universe created by his mind. To be sure, he makes his universe 
out of materials which are given; so do the craftsman and the artist. 
Utilitarian purposes and instinctive impulsions enter into mans 
productions as creative stimuli as well as disturbing obstructions. But 
the activating forces in man are not only drives for food and self- 
preservation and for sex and procreation. In every stage of civilisation 
from the primitive onward we find an aspiration for truth, , for goo 
ness, and for beauty-and we may add, for reverence, for holiness, and 
for adoration of divinity. Such aspirations mingle with and transform 
the purely animal drives: in the vocations of the artist and the 
scientist, of the philosopher and of the religious, t cy fi 0111 , 

source of happiness— the very essence of life. It is vn in 
power to create knowledge-concepts, value-ideas, ar - 0 [ 

to measure the validity of his libidinal desires and ntilitanan pulses. 

Language, man's special gift, is not m ^ re V a ^ e3nS ° individual and 

with other men to facilitate the practical needs o 

of society, it is also a means of poetic creation, of prajer, and of com 

"SS power of imagination and * 

ealend iS living space in time. It tac^nnd in 

the present as the focus of an espenen happenings. Human 

past events and a foreground in possi rec3 lhrf past happen- 

memory, as Cassirer reminds us, is not evaluation of cx- 

ings; it involves a selection, re-organ iza 1 , Man’s vision of 

perimee rrilli reference to predfchon of what will Inppem 

the future, likewise, is not a scientifi P soothsayer's auguiy 

It is pregnant with hope and expectation; it is nota sootnsaj 
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but a prophet’s promise. The future that the great prophets of Israel 
spoke of in the name of God was not the foretelling of an empirical 
fact but a call to an ethical and religious task. "Here man’s symbolic 
power ventures beyond all the limits of his finite existence”— and this 
“marks a decisive phase in man’s ethical and religious life.”* 

Our abstracting tendency, it may be observed, often confuses the 
ideal with the actual and makes our hopes visionary. Where the 
symbolic nature of thought is recognized and the distinction between 
potentiality and existence is borne in mind, the utopian belief joined 
with a critical consideration of possibilities may become the means 
of changing the world. The power of symbolization creates new 
w’orlds — a world of contemplation, an enduring universe of values to 
calm the spirit when action is restrained and a world of ideals by 
which the actual world may be reshaped in harmony with the spirit. 

4 

Connected with the emphasis on symbolization which is at the basis 
of the human capacity to deal in abstract concepts is another 
divergence from the individualistic and personalistic bias of the 
biosocial conception-that suggested by the phrase “the rediscovery 
of the community.” The view exemplified in the experimentalist- 
progressivist philosophy is that society consists of “individuals-in-theit 
relations. This formulation, as noted in previous chapters, misses the 
point that interactions between persons are rarely direct self-other 
processes. There are moments, perhaps, when the interchange be- 
tween persons is a flow of pure spirit: the poet may say, “He aholding 
my hand has completely satisfied me.” But in the usual affairs of life, 
interpersonal relations are mediated by institutional structures. Man 
j 3 0103 tme insofar as he is a member of associations. The 

development of the self takes place through participation in many 
associative activities, not through unrelated individual-with-individual 
contacts. Man is not only a social creature, he is a communal creature, 
imsimphes belonging as well as associating. 

Theassodations through which self-realization is achieved include 
rw nCty u ? rou P*"^» some casual and temporary, others essential and 
meiong. It is of singular importance to make a distinction between 
m tiffin 2 a f^° C ^f^ on an ^ *b e genuine community. The former is 
ustrated by the club, the trade union, the political party, the scien- 
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tific society; the latter by the family, the church, the nation, some- 
times the village, the neighborhood, the ethnic group. An association 
is organized for a specific purpose, it is joined deliberately, it may 
be left at will. The community, on the other hand, sustains a complex 
of life values, the individual is generally bom into it— leaving it in- 
volves an element of emotional struggle. It is, in the first instance; 
brought into being by existential factors, by common locale, com- 
mon descent, common inherited religious affiliation which may cany 
little spiritual significance for the individual. What makes it a com- 
munity as against a mere congregate of individuals is a common 
heritage of cultural and spiritual values. Belonging to a community 
involves two corresponding responsibilities: the responsibility of secur- 
ing its survival and physical welfare and the responsibility of de- 
votion to its ideals and aspirations. The former we may term the re- 
sponsibility of allegiance, the latter, the responsibility of loyalty. Moral 
growth involves not only the improvement of person to person r a* 
tions. It means the transformation of allegiances into loyalhes. 

This involves the power to envisage abstract ideals and to remain 
true to them. Kurt Goldstein has pointed out that the 
individuals whom he studied learned to do competently such concrete 
tasks as were necessary for their own personal We. They coWd hve 
in one room with others and carry out accustomed duhes, l«P that 
things in good order and work efficiently %*?«*™**'Z* 
could only do so when their activities had a utih .^ n f(lr a 
fit to themselves. They could not .cooperate wttf. och^ oteto a 
common envisaged purpose since this required a po m3SSCS Dr. 
which they completely lacked. Likewise the man m .the 
Goldstein notes, who is seemingly working for » g! f as 

merely subordinating himsdf to others.^losmg j individua i 

a means of achieving secunty for nuns fcDows, for this 

concrete wants. He has no true commumty w.tl.1.0 leU W ^ ^ 
depends on a conscious realization 0 a ^ . n .j those in 

differences between individuals m a „ Goldstein concludes, 
masses governed by a dictator of *■»*“*“: “ ^abstract 
“lead back ultimately to differences in the capa ty 
attitude." 10 . . . f .cj Western world is bound 

The moral and spmtud ‘ P^rt^nent and belonging to the 
up with the problem of rcstonng attacnm 
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basic communities of our society. The experience of loneliness which 
finds so great an expression in contemporary literature is neither a 
metaphysical alienation as the existentialists interpret it nor merely 
an inner soul sickness as some psychologists conceive it. Aliena bon rt 
connected with estrangement and dissociation from the community 
life, from its satisfactions and trials and from its opportunities and 
responsibilities. The conflict within the individual is not merely an 
inner conflict, it is a conflict among his community allegiances, some- 
times between his vision of the ideal universal community' and the 
actual communities of family, of church, and of nation of which he 
is a part. 

Restoration of the sense of meaningfulness requires an active proc- 
ess of reattachment to community life in its double phase, the phase of 
allegiance— which means concern for its sheer survival and destiny— 
and the phase of loyalty — which demands commitment to its ideals. 
The individual needs not only the sense of security that comes from 
belonging to a community but also the giving of self in its sendee, 
not only the warmth of being accepted but the light of devotion to 
its aspirations. The moral struggle is not only a struggle between the 
individual and society, it is at the higher level a struggle between 
an allegiance and a loyalty'. The self grows as the allegiances to lath 
• and kin, to country, to religious brotherhood remain strong but at the 
same time are raised to the plane of loyalty' to the beliefs and aspira- 
tions implicit in the family, the nation, and the church. 

In the past the village and the town represented true communities. 
They were territorial units, the bases of material interests; their charac- 
ter as communities was determined by a cultural heritage in which a 
common religion rvas the inspiriting element. The shift of the center 
of social life to huge cities with heterogeneous populations has greatly 
weakened, if not completely destroyed, the part that the small com- 
munity can play in the formation of the personal character and the 
achievement of national unity. Today, for self-realization, social unity', 
and preservation of values, we must rely on the communities of family, 
church and nation. Each of these represents the two elements neces- 
sary for the true community: the bond of tangible, concrete interests 
and the imponderable faes of belief and value. 

Although the family has been weakened by the growth of industrial 
society, rt still has the responsibility of mating a Using and bringing 
up the children; it is the center of the most intimate social relations; 
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it symbolizes the ethics of fatherhood and brotherhood. The church 
also represents a face-to-face community; in one aspect it grows out 
of family life and is concerned with the crucial life events of birth, 
marriage, and death; at the same time it represents a community of 
belief in universal enduring values. The nation stands between family 
and church in the balance of tangible interests and imponderable 
aspirations. It represents a wide area of material concerns. It furnishes 
a framework of government and law, it mediates between local and 
sectional interest, on the one hand, and the international organization 
and invisible world community on the other. 

The simple unity of the village and town in which the communities 
of family, the church, and the nation were well integrated cannot be 
restored. We must seek the wholeness of life through the separate 
though interlocking communities of families, church, an na on. 
Among these there are conflicts— between the family and t e n3 ona 
interest, between the needs nf the nation and the teachings of the 
church, between the traditional churches and a truly tin. venal raho 
and spiritual ideal. But the tensions are also impulsions to pern 
and social development. If, as we straggle m aliegrauM to praem 
the material interests of communities to which we M“"8 ^ 
severe in lojulty to their moral and spinhial aspirations, we may hope 
to attain an ever-widening spiral of reconciliabon. 

During the tat generation J***,^**^ 
psychologists have shown a more ^ M nence of positivism 
than prevailed in She P' CT,0 '“ ™ ™*hfl“l^iritual £ In. is a 

and Darwinism. The recognition th necessa rily subordinate to 
distinctive phase of human expenen ^ language always 

the domain of natural science and the r favorable 

contains a symbolic ^'^Vin nSldVoctrines. There is 
consideration of the w'nes inhemn Wogtel ] 3 „d supernatural 

a greater toleration of such terms > , t he social factor as 

as Conveying valid ^ * 

indispensable to the develop™ f attachment to a face- 

recognition of church fe i] oro hip and representative of 

to-face community bound by n 

moral-spiritual values. f alti tude, it is necessary to 

In estimating the import of this change 
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bear in mind the comment made by George Santayana on Bacon's 
famous epigram: “The God to whom depth in philosophy brings 
back men’s minds is far from being the same from whom a little phi- 
losophy estranged them .” 11 The major tendency, in the philosophic 
discussion during the last half century, has been to divorce religion 
from ontology, to see in it a source of meaning and value, not a 
source of truth in the scientific sense. Despite his attachment to the 
moods and insights of Catholicism, Santayana permits himself to say: 
“Religions will thus be better or worse, never true or false." For him 
religion is poetry intervening in life, as religion is poetry supervening 
on life. In American Protestant thought, as illustrated in the writings 
of Brightman, Hocking, and Wieman, the tendency in the last genera- 
tion has been to conceive of religion as a form of experience — a form 
distinct from the scientific, the ethical, and the aesthetic, and yet, in 
the mature person, not wholly separate from these other forms of 
high human experience. 

In the last decade or two, there have been signs of a change in the 
climate of opinion toward organized religion among intellectuals, 
particularly among those who enjoy a position of leadership in literal)' 
drcles. In some instances, the renewed interest in religion is a rebound 
from an ardent faith in communism as a way of social-moral redemp- 
tion. More generally it reflects a reaction against secular liberalism 
wth its optimistic reliance on science and the open mind as sure re®- 
ies for all the ills of mankind. In the broadest sense, the “new 
turn toward Teligion ’ is one of the contemporary expressions of the 
quest tor secure values in a complex w'orld of driving pressures and 

distracting perplexities. 

The return and conversion” among intellectuals reflects negative 
as we as positive elements. In some phases, it smacks of a tired 
Uberalmn, turned obscurantist and conformist. There is point to 
.f? 61 . , ?. iro . s comment: "It is good form to 'appreciate' religion 
i ou jevmg m God, or accepting the discipline of a church, 
an «v- n 7™ a V^5^| ow travellers .” 15 Not need we place too great 
f 011 the highly publicized conversions to orthodoxy of a 

sincere as these may be. As an ancient 
• ! :L - 5 I : . ewcoin s in a large jar make a loud noise.” The new 
In rcll S 5 ° n intellectuals is without doubt of some 

gmficancc as straws in the wind. But what it adds up to in terms 
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of genuine moral and spiritual advance in our socictj' as a whole is 
not yet clear. In comparison with the situation a generation ago, the 
secularization of life has grown apace with the march of industry, the 
widespread influence of a secular press, the multiplication of com- 
mercially sponsored mass entertainment Insofar as the current reli- 
gious revival represents a genuine inner development in psychological 
reorientation it is a movement in literary circles rather than a trend 
in society at large. In the measure that it reflects primarily a negative 
attitude toward scientific thought and a withdrawal from social 
endeavor, its moral significance is open to question. 

The turn toward religion on the part of intellectuals is paralleled by 
a “theological renaissance” among important sections of the Protes- 
tant clergy. For a period of time, the “social gospel" was a dominant 
theme. This was a movement which aimed to apply Christian ethics 
to public affairs especially to the economic situation. There was 
opposition from two sides— from theologians who feared t ia ie 
evangelical message of Christianity was being lost and from lay con- 
servatives who held that ministers were going beyond their proper 
scope of activity in attempting to interfere in politics an usm . 
In recent years a new opposition has developed which “ nn0 * £ 

cused of Biblical fundamentalism or of economic rachon. Bol : ft 
neo-erthodox view, as it is usually designated, joins wi 
lllists in holding that the social gospel movement misses «tat S d* 
tinctive in the Christian theoiy of saha. on. The r «*»<«“ that 
the reduction of Christianity to social idrafisTTi CTia cJ]B j 

ilar to the pronouncements of secular liberals eas cultur, of 

to the during forces of a religious tradition and . sdgms cultus, 
which the religious community, 3S such, ucus • { jtion 

The n co-orthodox view allow, much freedom mthe 
of traditional doctrines in the light of new m .^] tJ . 

But it insists on the use of the distinctive orinnal bn- 

“The core of faith seenu intimately bound „ „, e 
guage which expresses it. Neoort_ ,. < ^T i aDe ri cn ceorinmeti* 

deeper problems of hurranlife not mm 

physical theory but in J . ,]JTinsi S li«o( the putiiulrr 

during community. fcelr Imw' !f w . b ' 

church community with which ; , mro ! determination 

closely identified as a means of strengthening m 
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social factors. It is described as an expression of protest against the 
dehumanization by the collectivist forces of the contemporary world. 
But it makes no analysis of the concrete factors that have brought 
about the contemporary perplexities. It shifts the attention to the 
“existential anxieties’' which it regards as inevitable concomitants of 
the human predicament— to the “ontic” anxiety of the fear of death, 
to the anxiety of the sense of guilt, to man’s alienation from the world, 
to the despairing apprehension of life’s meaninglessness. Granted that 
such anxieties are rooted in the nature of man, it should be obvious 
that in their disturbing forms they arise in connection with the events 
of life, that they can be diminished or intensified by external con- 
ditions. 


The existentialist shift of emphasis from the anxieties which men 
experience in the daily life — in the caring for health, in making a 
living, in sexual relations in and out of marriage, in bringing up our 
children, in the catastrophe of war— to the inner anxieties of the 
alienated self to which no doubt sensitive persons are at times sub- 
a method of evading the difficult task of ameliorating con- 
ditions through political and economic reconstruction. Existentialism 
is not mainly a mirror of the doubt and frustration of the twentieth 
century, it is a defense mechanism— a means of avoiding responsi- 
° . ty- The failures of European civilization are converted into the in- 
evitable failures of man, instead of seeing them as they really are— 
failures in politics, in philosophies, and in religious thought of p3r- 

C T| 1 . ar . specially of German thinkers and statesmen in a 

cntical histoncal period. 

The contemporary theological renaissance shares with existentialism 
a tendency to avoid a realistic analysis of the historical and social 
°* r • e , Cm H ' n mo ^ em life. It attributes our failures primarily 
to the ongmal weaknesses and corruptions of man’s nature. Emphasis 
« 1I ^. e *l uac ' es as a means of demonstrating the in- 
.t ^ re hgmus faith as the only true way to salvation. It 
* Be ' lon ? “deavor to resolve the perplexities of life through 
3n cxtQ " tcTn poial psychic realm of being out- 
1 h “‘ 0ty “ d life- The present-day theological 
i m expressions, the LuthLn concept 

IfrrK S* God " Buberis -I and Thou" 

confrontation, Paul Tflhchs -being grasped by the power of being- 
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In the Courage fo Be the eminent Protestant theologian defends 
existentialism— whose negations he realizes— as an indispensable step 
in the conquest of despair and in the rise to a plane of transcendence. 1 * 
It represents "the courage to be as oneself,” to "er-ist” in the literal 
sense of standing out in spite of, to assert the self in the face of life’s 
Utter meaninglessness. This phenomenon of individuation in extremis 
is a counterforce, Professor Tillich believes, to the equally necessary 
"courage to be as a part,” to relate oneself to the whole, to participate 
in the common life which though essential to the fulfillment of the 
self tends in the press of contemporary forces to lead toward collectiv- 
ist conformity. The reconciliation between the polarities of individu- 
alization and participation — of standing apart from and of being a part 
of— are to be reconciled and transcended in Professor Tillich smystica 
idea through absolute faith in "the God above the God of theism. 


7 ... 

Whatever these mystical conceptions may offer to “ 

relieving personal anxiety, they present no solution for e m ' 
spiritual perplexities of modem society. The contemporary S?. 
renaissance, it would appear, misses the import of w a r 
in the Western contribution to the religious devclopmen °fma*nd. 
In Judaism and in Christianity, in their most 
tions two religious strains are joined tog^hCT. nc s? 
quest common to all the religions of manlond. of the East as wen as 
of the West-the quest for a direct relation to „ ] m . 

the unity of the universe which may be con ^' P j s the 

personally, in an attitude of adorabon or o ^ prayerful 

Psalmist's orientation in his joyous praise o charactcrisb’c of 

supplication for salvation. The' other f or Mcr men, of 

Western religion rejects man s n f“ . , Z p'rtua, of father- 

a fellowship invested with , 3 ] ] ov c. It involves giving 

hood and of brotherhood, of filial a ^ communion with 

help as well as receiving hdp. It te* >° identification with 

£d Smut 

is only in tlie measure that these two aspeds of rdigron. the 
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communal as well as the personal, are well balanced against each 
other, that Western religion remains true to its original foundations 
in the Biblical source and in the congregational mode of organization. 
In the contemporary theological renaissance and in the new turn 
toward religion among the intellectuals there is the regressive ten- 
dency of the reduction of religion to an instrument of personal salva- 
tion. It is a turning of the self bach on the self in a subjective con- 
struction of the nature of the self. The classic tradition, in its 
Christian and Hellenic forms, supports quite another view of the 
release and the enlargement — of the transcendence of the self. There 
are two broad avenues for the emancipation from the sense of aliena- 
tion. One way is through self-identification with a system of universal 
ideas, through participation in the rational and moral world of the 
Idea of the Good. The other way is through participation in the life 
of the family and the civic community, sharing responsibilities with 
others in meeting life’s problems as best we may. These two modes of 
self-transccndence are interactive: it is through community' life that 
we may achieve an intimation of the divine attributes of justice, of 
mercy, and of human unity, the identification of selfhood with a pat- 
tern of universal values works toward the reconstruction of the com- 
munity in the direction of its own ideal. 

There is truth in the idea that the self retains a sense of its own 
uniqueness. It remains a center of protest and self-assertion against 
the confinements of formulations however ideal, and against the reg- 
ularities of institutional living, however convenient. But even so, it 
is not always lonely— feeling itself alien. The self is a source of vitality 
and many-sidedness: it loves to wander over its imaginative world as 
we as to be closeted with itself in solitary communion. The self is 
• I? lUIC yth ^ Stic and Pag®"; cannot, perhaps, in its unrircum- 
cized, pre-Platonic, and pre-Christian state, experience the sublime 
unity ot the universe inherent in all high religion. But it can derive 
joy from communion with the lesser divinities of the hearth and the 
countryside as Walter Pater has charmingly related. The self contains 
a spn e as wdl as a demon, an elf as well as an imp. It may find 
salvation m the humbler occupations of the daily life, in art and in 
3 tt!™ i ,P> ^ 35 world of ideas and of public affairs. 

. JS* c J ,urch 15 of the pivotal institutions of Western democratic 

society. It has much to offer toward liberation of the self through lead- 
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ing to identification with the universe of enduring values and toward 
emancipation from self-centeredness through encouraging works of 
charity and good will. It serves at once as a spiritual fraternity and as 
a fellowship of personal friendships. The experiences of which it is 
custodian is conveyed through many sources— through its literature 
and its music, through its history and its legends, as well as through 
its rituals and doctrines. Each of the great religions of the West, 
Catholicism, Protestantism, Judaism, embraces a rich variety of con- 
ceptions and styles of life— rational, mystic, personal, social— within a 
common frame of reference and spiritual orientation. This diversity of 
experiential resources within a unity of principles marks their great- 
ness. What the religions of the churches have to give is an enrich- 
ment and elevation of the spirit and a deepening of humane under- 
standing — not a certitude of truth or a monopoly of moral values. Al- 
though religious experience represents a distinct aspect of expenence, 
its validity cannot escape a judgment in the light of other forms of 
human experience in science, philosophy, in secular literature. And 
the mode of organization of the churches, their political tendencies 
and economic affiliations, cannot be disregarded in estimating their 
impact on social welfare. , 

Organized religion has always furthered works of chant)', often been 
on the side of the underprivileged, and at various times supports, 
even provided leadership for, progressive social movements; but ite 
record is far from eonsistenl-it has as frequently been assoctatednrth 
the forces of reaction as it has engaged m the suppression of ^eed™ 
of thought. In recent centuries organized religion lias trailed behm 
secular forces in the furtherance of liberal causes. The declme of 
religion in modern times is probably due to it. faflure to tale an 
active part in advancing tangible human welfare rathe, ton to .1. 
intellectual lag which has also been a senous factor. In pton. the 
major emphasis on the message of consolation and r^™P h ™ 
th rough mystical and emotional measures, organmed rehs.cn total* 
color to the accusation that it offers an op.ate, rather Hum a remedy, 
for human ills. ... ,, . ..i f to life 

The belief at the heart of all and 

involves a psychic orientation suggested by namra! condi- 

• faith is an indispensable idea. However bconble 
Hons and the sodal otganlzation, there will always rcma.n a 
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between man’s wants and visions, on the one hand, and the ability of 
the social order to provide for full satisfaction and for the happiness 
that comes from living in accordance with an ideal, on the other. But 
it is sheer obscurantism to divert attention from the part that social 
conditions play in the development of selfhood. The release of the 
self from anxiety and insecurity so that the soul may be invited ana 
the spirit uplifted is, in the first instance, a liberation from economic 
restriction and political coercion. 

In the light of the pressures of our era, those who are not with the 
forces of social advance must be accounted against them; by default 
they aid and abet the powers and dominations of violence. Insofar as 
the new turn toward religion is a withdrawal from active participation 
in social concerns, it represents a fin de sikcle phenomenon— not by 
any means a sign of spiritual renaissance. The “social gospel” is cer- 
tainly not all there is in the profound message of the great religions of 
the Western world; but without it, their significance for modem life 
remains marginal and parochial. To be true to their full mission, the 
churches joining with secular forces must contribute actively by deed 
as well as by word to advance the great causes of our era, the promo- 
tion of racial equality and international organization, and what is 
indispensable to both, of the just state erected on the economic wel- 
fare of the whole people. 
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the humanities, the classic literatures, and the political, philosophic, 
and religious ideas which exemplify Western civilization. To this tra- 
ditional and essential work of education another purpose of para- 
mount importance must be added: to aid in bringing the new demo- 
cratic world order into being. This will involve the study of contem- 
porary social problems in the light of our national ideals. Both aspects 
of education, the conservationist and the reconstructionist, shou 
contribute to the formation of a philosophy of life which besides aid- 
ing in social advance will offer guidance to the individual in meeting 
the personal problems which men face— in different rvays— whatever 
the social and political framework. 

A qualification may be introduced at this point Despite the em- 
phasis laid on the part that the school ought to play in the reconstruc- 
tion of the social order, education is not to be regarded as the mam 
instrument of social reform. The crisis in modem life cannot be 
ascribed in any primary sense to the collapse “of human learning and 
teaching”; nor can we escape further catastrophe, as Dr. Mefldq'ohn 
believes, "only as we succeed in devising better learning and better 
teaching .” 1 The analysis in the preceding chapters has emphasized 
the political and economic forces at work in social change and m 
intellectual development. Furthermore, the school is only one element 
in the educational process: the family, the church, the law, and the 
life experience at large are far more potent in their total influence. 
What the school ought to do and what it can do will depend on its 
relation to the other forces at work, on the legal, political, economic, 
and religious aspects of culture. Our first task is to indicate the func- 
tions of education in the general meaning of the term and to mark 
off the province of the school within this broad area. 


No single definition of education is adequate whether stated in 
terms of imparting universal truths, the self-realization of the individ- 
ual or the integration of the individual with his society. An educational 
philosophy cannot be based on metaphysics, e.g., idealism, realism, 
pragmatism. A conception of man’s relation to the cosmos is requisite 
tor a fully consistent outlook but cannot of itself provide a foundation 
for education. Metaphysics may offer a logical support for the build- 
ing but it cannot give an adequate idea of the dwelling; or to change 
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the analogy, it may supply the backdrop for the play but cannot give 
more than a hint of the drama. Even less valid is the view that under- 
lies progressive education in most of its forms, namely, that the aims 
of education can be derived in the first instance from the needs and 
wants of the child. The view that offers the most promise is the one 
that relates the school directly to a society and to a definite system i of 
culture. But here, too, the definition may prove onesided if not related 
to the other two aspects-to the view which aims to transcend parties 
ular societies in pursuit of universal ends and the other which lias 

regard for the individual. , , . . _ 

Education may be concretely defined as the art °[ bnn .^ “ p , 
child to live the good life in society. It thus has three irreducible 
points of reference: a growing individual; a canon 
values, and ideals; a definite community. Each aspec .j 

definition— individuality, community, ideality— mils r « UC3 _ 

eration in the determination of the aim, and ^ p phases 

tion. Moreover, these are not separate realms ^ 

of every- educational situation. A full elucidation y 
phases would entail a discussion of the f B “ X ° c 

balance to our educational policy if we bear m mind each phase 

the concerns it represents. - ^ lhe living 

The reference to individuality keeps bef uniqueness of 

reality of the growing child. It directs altc J b . »} 1C diversity 


his adjustment to life, with his welfare an pp ^ ^ 

as characteristic of progressive education e ^ fulfillment of 

in terms of helping the child— aiding oHrisimpulses, direct* 

his needs, guiding him in the a” 51 ™ , maturity- The social 

ing his development toward icsponsi ty t ; on 0 f good con* 

context of individual growth is recogniz malintion of the 

duct is implicit, but the center of attention is tnc 
personality of each child or youth. 
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to the need of abstracting universal from the matrix of particulars in 
which they subsist and to the importance of formulating clear con 
cepts to guide conduct and thought. This emphasis on the significance 
of ideas does not deny that personality develops through the s 
other process” of individuals responding to each other. A puce _ 
insight is expressed in Dewey’s statement: “What one is as a person is 
what one is as associated with others, in a free give and take of in 
course.” But intercourse between human beings on a level of mte i- 
gence involves the mediation of concepts and of values. The develop- 
ment of the individual into a person implies the growth of ideas as 
well as the multiplication of social contacts. Self-realization may be 
associated with the decrease in the number of our contacts with actua 
persons, although it will always require communion with the idea 
persons of literature and history. 

The concept of community is the richest of the three ideas: it rep- 
resents a fusion of the factors of individuality and ideality with the 
element of association. The child does not exist as an isolated entity 
in a world of abstractions; he is bom, grows up in, and will in the 
normal course of events live out his life in a community amid a 
specific complex of customs, laws, and conceptions of value. The in- 
dividual is bound to his community by many ties, by material con- 
cerns, by multiplicity of organizational affiliations, by a variety o 
cultural interests. Being a member of a community means accepting 
conventions, recognizing dependence on others, realizing that each 
one’s welfare is intertwined with the welfare of the community as a 
whole. In the course of socialization, the individual while making ad- 
justments leams also to recognize standards of conduct and to evaluate 
his behavior in terms of principles. And in varying measures in accord- 
ance with his sensitivities as they interplay with his particular cul- 
tural background, he may learn to rise above the conventional manners 
and mores of his immediate social environment and endeavor to li yC 
in accordance with a humane, universal, transcendent ideal. 

These three factors — the individual, the communal, the ideal — play 
a part in all educational situations. Development is not from the in- 
dividual, to the social, to the abstract idea; well-rounded growth means 
a deepening and broadening of the three aspects in relation to each 
other. Not every aspect, however, will be equally emphasized in every 
type of educational activity at all levels; one rather than another aspect 
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will be in the focus of attention. In early childhood the biological 
needs and native tendencies of the individual will receive central con* 
sideration; but even here, how these should be expressed and devel- 
oped cannot be determined except in terms of the social setting of 
customs and ideals. In the higher stages of learning, logical organiza- 
tion, principles and theories will have the primary place, but ideas 
however abstract must be seen in relation to the situations that gave 
rise to them and to their possible significance in application to the 
personal and social life. 

The weakness in much of the current educational theories lies in 
inadequate consideration of one or another of these indispensable con- 
cepts. The absolutists and transcendentalists tend to neglect the 
factors of individuality and community. The progressivists and ex- 
perimentalists undervalue form and idea. Their attempt to counteract 
individualism by calling attention to the social nature of true indi- 
viduality is largely vitiated by their failure to stress the institutions 
forms by which character is shaped. Their distrust of ideas unr at 
to immediate action is likely to lead to weakening their force; idcau 
may become so dissolved in action as to lose their savor. 


2 

The concept of growth as used in the esperimentalM pM«°pty 
obscures the fact that all development requires pcnodic c g= 
form. This is true in the realm of social development as vdl a *n 
biological growth. Whether the changes in atfatu a an ^ 

which we term “educational” are the result of the md 
the environment or effected by the teacher throug P . ^ 
instruction, a new mode of action or pattern of thoug . fa - 
has definite character and an element of 
involves a change from one way of doing, feeling, q ccc 

other way — it means changing from one ^ a J] 

introduce the idea of formation, moreover, it .. . nT ]| as 
education requires the restraint of natural P° t simultaneously 
their release, so that the concept ofdevdopmen _ discipline is 
be associated with the concept of discipline « { n »dU«ntlr sdf- 
achieved by injunction or persuasion, « e ^ 

imposed or results from the obedient following Jcs adjust- 

Inevitably the “formation” pnnciple o 
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ment to existing social nonns, involving both foes 

formity. But acquiescence need not mean stevishaccep c, ^ a 
conformity requite a suppression of individuality. Y j t w 

socially approved form of serving dinner, still a wide rang 
ability and taste. True individuality represents a degrw 0 
and excellence of performance within an accepted pa . not 

Acquisition of the approved manners and mores in any : soci *y 
an easy matter of copying: it represents a raising up o 0 f 

widespread actual practices in the use of language, in tn 
business and family life, and in human relations g meia 
the conformation that education aims at is at the same 
ormation” of abilities and of character. ^ e 

Education as formation includes also the taslc of ideal* ’ 
classic Hellenic conception of education as “deliberately rn0 ^. ^ 
human character in accordance with an ideal.” 2 The analogy 
potter shaping clay suggested in the phrase “moulding hunaa ” ^ 
acter” is repugnant to our conception of human developmen ^ 
should not make us lose sight of the positive conception—the 
used other less mechanical analogies, such as the art of the term 
cultivation of the soil, and of the physician in nurturing good i 
The essential point is that the educator, like craftsman an a j 
must use his technical skill as a means of transforming his ma 


to accord with an ideal hdd in mind. _ r 

This ideal of “educating man into his true form” as Werner ja g ^ 
points out, was never an abstract pattern existing outside time ^ 
space. “It was the living ideal which had grown up in the very so 
Greece, and changed with the changing fortunes of the race, aSS V 
Hating every stage oE its history and development” A purpose or e 
cation— and here the school must play the central part— is to iden *y 
the individual with the ideals, historical and emerging, of the comm 
nity as expressed in the highest cultural productions, in its literatur 
the wuik of artists, the pronouncements of statesmen, the teachings 
of its philosophers and religious leaders. It is through the interac ° 
of the conceived ideals with the normal standards of the community 
that the life of the individual and society is continuously broug 
forward. _ , 

The task of education does not end here — with the adoption o 
ideals as means to social betterment. Education includes another func 
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tion: to enable the individual to transcend his particular community 
while living in it, and to create for himself a life in the world of spirit. 
Parallel to our secular life— the life in the world of affairs— flows our 
inner life indissolubly a part of the self. A stream of consciousness ac- 
companies our course of activities, sometimes crossing it, contributing 
to it and nourished by it, at other times meandering at a distance, 
working its way through new fields of imaginative experience. Through 
literature and history, art and science, philosophy and religion, we 
become liberated from the distractions and disappointments, the 
crudities and compromises, of the life in the world of actualities. We 
broaden the range of imaginative life and deepen its insights; we come 
to live in a realm where we can hold converse with the immortals; our 
emotional responses are chastened so that our aesthetic appreciations 
become more sensitive; our fantasies and superstitions are held in 
check by knowledge; our minds are disciplined so that we are better 
able to judge of truth. And, if grace be given, we may with the help 
of the saints and the poets catch a glimpse of the Inefiable Essence 
which is the Unity of truth and beauty, of reason and love, of justice 
and kindness. Thus we may at some moments achieve m this Ute tne 
true felicity which the religious call beatitude. , 

The achievement of an ethical disposition involves not on y a con- 
tinuous growth in understanding and control throug P 
with others; it requires a transfer of the self from one P 
tions to another. At the lowest level is the morality of «P* 
tice and of discretion : living in accordance with the usua re j 3 . 

followed in the community to which one belongs keeping 

tions, in business operations, in professional 
close enough to the line of legality so as not to e J oneself that 
oneself by tire plea that “everybody does it,' even pning 
one does not insider oneself holier than th< ■>»***£* seco^ 
level of morality is achieved when an earnes ,^ rh P the gesh is weak, 
up to the publicly appuwri “ nve “ b ™ s ’ ' a h „ d performing some 

offenng confession to oneself or to the p . -.in 

penance to make amends before one be^nssm g ^ { j )C in . 

A genuine ethical position is . a (em „f mines ap- 

dividual is guided by a consciously c morality require some 

proved by religion or philosophy. All sys means not only the 

sanction external to the self; moral development means 
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inner acceptance of the sanction, but a change in the character of to 
sanction. The experimentalist concepbon of moral g"™* ^ ucation 
tinuous reconstruction of the self fails to make clea A 

to be morally effective must lift one from one plane ° f ! 

insights to another-from the plane of tangible, “P=nentabP ^ 
judgment to that of the invisible, imponderable, and impers 
tkm of commitment to t he ideal. 


Thus far the discussion has dealt not primarily with ^ 

of the school but with education in its broadest sense, o __ 
influences. The vagueness of much in current educational PJP°L 
arises from the failure to make a clear distinction between , ° 

and education, accompanied often by the implied assumption ^ 
school represents the major instrument of education. The pro fa __ 
ist educator to whom “education is life” is prone to this erro ' • 
process of education may properly he considered as falling un ^ 
categories: the spontaneous influence of incidental a P enenC T,. £ j 
effects of institutional life, and the work of the school as a sp 
educational agency. These three educational modes overlap, n 
thdess, each has its special area of operation and its special s & 
and weakness. ^ 

The most effective educational forces in shaping character are 
side the school and exercise their influence indirectly and continue / 
in the course of just living. Education through expenence . 
genuine sense of the term “experience” falls into the category o 
cidental education rather than in the activities of the school, 
development of character goes on in play, in relations between . 
sexes, in occasional personal contacts as well as in die organ 
activities of family and business life, of politics and religion. Boo » 
newspapers and periodicals, radio and television, theatre and 
pictures, all play their part. In both types, whether casual or ws £ 1 
tional, the influences operate within a definite social context of beu *- ■* 
sentiments, and conventions. It is in the main through hidden 
education that the individual as he grows up learns to know and, ra® 5 
often to practice, the ethics tacitly approved by the in-group of 
class or club as against the publicly sanctioned code of morals. Lj 
experience provides very effective hut not always desirable educations 
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results. Its strength lies in its relevancy and practicality; its weakness 
lies in its nonselective character, in the small part that principles and 
ideas play in it. What we learn from life experience reflects common 
knowledge, the corruptions of ordinary practice, as well as acceptable 
mannen and prudential wisdom. Ordinary life experience is likely to 
be limited and biased by the region, the denomination, and the class 
in which one grows up. 

Institutional life in the family, the church, and the state combines 
the furtherance of life functions with regulatory standards which di- 
rect experience into social channels and toward spiritual goals. Every 
institution fulfills a need, embodies a norm of practice, and expresses 
an ideal. Institutional participation is real education in effect though 
not in original purpose. Institutions, it is true, tend to resist modifi- 
cation and often violate the purpose and distort the spirit that brought 
them into existence. Every institution has the possibility of achieving 
more as well as less than its major purpose implies. The family, orig- 
inating in the need of mating and caring for offspring, may have as a 
rich by-product the nourishment of a life-long companionship; it may 
advance a craft, build a business organization, establish a foundation 
for educational and charitable purposes, or it may fail of its elementary 
purpose. The church, established in a spirit of human brotherhood, 
may become an agency of intolerance and persecution. The state 
whose function is to provide security and furnish a framework of law 
may tum into an instrument of exploitation of its people in defiance 
of men’s inalienable rights. But the significance of institutions for the 
promotion of life and education must be judged by their possibilities. 


not by their failures. . . ... . 

Despite the attenuation of the place of the family in modem 
em civilization, it still retains its central importance as an educational 
force as well as a nucleus of social life. It must retain this position a 
long as parents have the responsibility for supporting and rearing 
child— a right and a duty which is the very basis of the c™* . 
social order. The influence of the family is pervasive, °P erat *S . 
does in waking and sleeping hours, and throughout many j » 
decisions with reference to religious affiliation and the type 
of schooling are fateful for the child and youth. In our hig ysp^g 
ized life, the family remains the one institution whic .®f*L catl - en jt 
the various aspects of life, the economic, the cultural, 
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the religious. The life of the family vevolvis ar °, Und * 

and difficult moral rektions-between husband and w ^ 

children, sisters and brotbers, between lath and fan. It fP not 

a social unit where the strict rules of achievement and rewire ^ 

observed: the old father is supported even though hebe . ^ 

prodigal son is received with open arms; not the stro „ of 

weakest gets the chicken broth. The life of the fami > 
the ethics of mutual responsibility and still preserve the 1 
jugal and fraternal love basic to the Western ethical and religi 

51 The family arise out of a biological need, humanized by *h a 
mingling of love and a sense of obligation. The church ongmate nun 
the opposite pole of life, from an idealized conception of fa 
and brotherhood, from a spiritualized view of personality an 
unity, like the family, the church is parental and fraternal i 
interest; it is concerned with the development of each of its 
It blesses the newborn infant, it sanctifies marriage, it conso 
mourner, it invites to its haven all that are heavy-laden wit so ^ 
It brings individuals and families together in a true community, 
affords a meeting place under spiritual auspices. From the ^° raiI l^ f 
gether of neighbors, it establishes a conpegation for good 
charity', and creates a community’ of believers in the values o 
ness and justice. In its activities and teachings, the church l ea “ tOT ^^ 
the invisible unities that hind the generations of man together, ^ 
thus, paradoxically, brings men closer to their innermost selves, 
it is true to its mission, the church can he of exceptional educabo^ 
significance: it supports the family, socializes its interests, spiritualize* 
its values. It sustains the moral virtues of the common life and p 
serves the transcendent, universal, humane ideals. . •, 

The nation, as cultural unit and as political state, represents a tmr 
institutionalized community of prime ©locational significance, i^a 
guage, law, and customs, family, religious, and public life are 
marked with the national imprint in varying ways and degrees. 
acter is formed by respect for, and observance of, the laws of the sta 
by participation in the political life; it is shaped by the mores, the 
styles of life, by public opinion. Our school system, though admin* 
is tra lively decentralized, represents a common pattern reflecting the 
national heritage of literature and history, of cultural values an 
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political ideals. There are local variations of the national pattern and 
universal elements in it. American civilization is historically linked 
with European civilization and is today part of an emerging inter- 
national society. At the same time it represents a community of 
destiny: for Americans, the widest tangible unity of material prob- 
lems, cultural concerns, and ideal values. 

The institutions of family, church, and nation are particularly sig- 
nificant for moral education because they constitute true commu- 
nities, membership in which involves the obligation of loyalty. Loyalty 
does not mean blind adherence. On the contrary since it implies de- 
votion to the principles and ideals of a community as well as concern 
for its survival, loyalty in the valid sense of the word will always in- 
volve opposib'on to prevailing policies, at some points. As soon as we 
think of principles and ideals, we have transcended the limitations of 
the narrow group affiliation — of sectarianism and chauvinism an 
have entered the sphere of the humane and the universal. The tragic 
mistake of the cosmopolitan social utopian lies in his failure to un er- 
stand that a loyalty to humanity cannot be built on a disloya ty 
one’s own people and one’s own country-or on the basis o dis- 
loyalty to the ideal of loyalty, as Josiah Royce profoundly understood. 
Nor, considering the opposite extreme, can moral characte , r b . c . " ' { 
hired through the type of religion which mamtains that Uie life of 
the spirit is inward only— that it can be developed 3pa , jj, e 

with the political and economic aspects of life in Y 

of men. education is to ** 

twofold sense— of identification with a ”1 fJX 

taneous conversion of the given communal _ or2 ] c j, a r- 

giance to the ideals implicit in involvement 

acter requires more than social participation, destiny, 

in the problems of the community, and fctabfot*"* 

The ethical character is developed not only y recogniz- 

sibflity for the intelligent guidance of one s own life, but^yr 
ing one's responsibility for the : , mmunity. Through the 

institutions that are basic to the Me of e ^ t0 (am a r , 

attempt at reconciling the partly co g Through 

church, and state, the moral life is deepe c j,jeved between the 
the realization that no perfect harmony ca 
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actual institutional life and the ideals they 
theless, the striving for advance must never be yield 
ethical conception can be achieved. 

In contradistinction to the incidental and institutional l eduratf ona' 
processes, the school represents an agency deliberately set up i 
rational purposes. Back of it is always a cmnmumty-a P“P “ . 

flies, a public association, a church, or a state. The nse o i—. 

and of the profession of teaching accompanies the growing c : P 
ity of society and the division of labor. In primitive society , ^ 

no schools; the young acquire the necessary shills and absor 
ditional wisdom tlirough participation in the life activities o 
In childhood the parents are the teachers, the father fox ’the I 


a leading part. In primitive life, in a sense, the whole c 
ciders are the teachers. . 

Organized education as against incidental education began |jf e 
apprenticeship, the half-way house between education throug^^ 
experience and the ddiberate education of the school. It is fl us ^ 
in the training of novitiates for the priesthood and of artisans or 
crafts. Traces of early schools are found in Babylon and Egypt ^ ^ 
written records were widely used in government and business. ^ 
schools, probably for scribes, were for specialized training and no 
membership in the community. Induction into community lu ^ 
was achieved indirectly as in primitive times through participa ’ 
through the institutional life, through ceremonies, customs, legen * 
and oral instruction of parents and elders. e 

It is in Attica and Judea that the genuine school develops, 
distinctive character of the Athenian and the Jewish school is 
separable from their function in maldng the young good members 
a definite community', in the former as citizens, in the latter as . cl ^ 1 e 
hers of a rdigious society. In both instances, membership in 
community* is associated with an ideal way of life. The common 
dement in Athenian education is well illustrated in the ephebic 03 ' 
in which the youth pledged loyalty to his comrades in arms in 
defense of the city and devotion to the laws as enacted by the assem 
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bly, and in which he vowed to leave the city "not less but greater and 
better than he found it.” Jewish school education, which developed in 
the century before the Christian era, arose out of the idea that all 
Israel— not only the priests— had the right and the duty to know the 
scriptures as the basis of a way of life divinely sanctioned. The boys 
entry into the community at the age of thirteen is marked by being 
called up to read the scroll of the Law in the synagogue. 

Stating the matter broadly, the school has a raison tf itre when there 
is a gap between what needs to be learned in any society and what can 
usually be learned incidentally through ordinary experience— between 
what can be learned casually and what the elders of the community 
believe ought to be known. This situation exists when ere ar 
socially necessary skills that require training, when a society possa 
a heritage of literature considered significant for maintaining a g 
level of culture and character, when the experience of a wi er 
nity than the tribe or the nation can be railed upon, w en uni 
ethical and religious ideals receive the approval of tochm andpubhc 
leaders. The superior Wledge and the higher kMi 
through symbolic representation; it is not an accident mat ) ic . 

that schools have concentrated on language, h era There 

matics, and that boob have become cental » 

is ever the danger that education m schools no ^ m 3S 

symbols, becomes formal and verbal. ^ and fle 
Dewey notes, to keep a proper balance education." 

informal, the incidental ***“?? the realm of the deliberate, 
But intrinsically the school s function is m 

the formal, the symbolic. ^th the stage 

The scope and content of school education ^ with the 

of civilization, with the political and ec school clientele, 

ethical and religious conceptions, and wi ^ haJ aIw3ys 

whether a caste, a class, or the whole p P • to develop 

at some level included a professiona purp • re j igl * ouS jurist, in 
the orator as public leader, in Judea to . , ,j e y^ eS) to train the 
Rome to prepare for the civil semce,in of the law and 

clergy for civil and ec ^f s ? 3St, S,P° h ' e professions were taught and 
to some extent for medicine. But th P jj£ e an d a system of 
exercised within a framework of a co school of Western 

ideals. Along with its professional purpo 
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Europe always had the broader purpose of ad 'Tf/? 
cultural, spiritual values. The essenbal purpose of fte schoo^ ^ 
raise the level of thought and character through tnngmg 
experience of a wider commumty-of other generabons 

* ». -*» * y« ; * 

school should assume new functions. Until recently _ ^ 

confined to a small segment of the population, mainly 1 mosi 
and even in the West where universal education was established, ^ 
children went to school only during the elementary period. ^ 
adoption of compulsory education and the opening up ot mgn 
cation to a considerable part of the population and with i g 1 
need of shilled technicians in countless fields, new tasks come ini 
scope of the school’s function. Inevitably vocational educa . 
youth must play a considerable part at the appropriate leve , 
work of the school. In view of the fact that the child and you 1 sp 
the major hours of the day away from home, the custodia r£ ~JP; 
sibflity of the school is properly enlarged. The transitional c a ^ 
of our culture and the general weakening of standards warrants, ^ 
extent, the assumption of a “life guidance” function on the pa 
the school. But there is serious danger that in multiplying its res P e 
sibilities, the school’s function in maintaining a high state otcu 
may he neglected, and that in assuming to take a major obligation 
the development of character, it may actually be weakening 
fluence of the family and the church, the main resources of ch^f 3 ,, ^ 
development. In attempting “to educate the whole child for life, ^ 
may become superficial and fail in its elementary and essential tas • 
The major function of the school is to transmit the essentia ^ 
culture, to widen the sense of community, to advance the good s 
ciety, to leave the nation “better than we found it.” The school rep* 
sents a scientific, a normative, and an idealizing purpose. In the he 
of knowledge, its obligation is to present the most accurate, the mo 
comprehensive, the most advanced achievement as agreed upon >/ 
competent students in each field. In the area of personal behavior, i 
should represent the approved manners and the good taste of 
community as against actual practices when these fall short. In 
field of ethics, which involves belief as well as action, its mission 
to cultivate the ideal — the ideal of the society of which it is a part bu 
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at the same time transcends— the ideal as expressed in the writings 
and pronouncements of its leaders and its statesmen. In many matters, 
it must conform to the local community and to the state authorities, 
but it should never be blindly subordinate to either. 

Where democracy is alive, the school will have a range of autonomy. 
The school speaks with authority when it represents competent knowl- 
edge in the scientific field, when it follows the avowed idea! of the 
larger community as against local prejudice^ and when it conducts its 
work in harmony with principle as against the requirements of polit- 
ical expediency. In all its activities, the school aims fo emancipate t ie 
individual from the domination of direct personal and local experience 
and to lead him to accept the authority of the objective and rational 
experience of the race in its historical and ecumenical dimension. 


NOTES 

1. Alexander Meiklej'ohn, Education Between Two Worlds (Harper 

Br f n. a- 0/ o- «■» («■“ Uni ‘ 

MV- PW " 

Sons, 1914), pp- zoiff. 
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EXPERIENCE, NEEDS, 

AND THE SCHOOL CURRICULUM 


The view that the school has a limited function and that its 
aims aie to he derived from the organized life and the cultural ideals 
of the community of which it is a part stands in contrast to prevailing 
pedagogical theory. In many texts on the principles of education, par- 
ticularly in the elementary and junior high school field, the piogressiv- 
ist theme that “education is guided living” gives the keynote. The 
aims of education, it is said, “are lines of growth, not subject-matter 
to be mastered.” The modification of behavior rather than the acqui- 
sition of knowledge and skills is recommended as the major objective. 
Character development is to be achieved not primarily by the forma- 
tion of good habits but by stimulating the pupil to use the method of 
intelligence. The curriculum is to be based on the present needs and 
interests of the learner— on "effective living now”— not on a prepara- 
tion for future living. The theory of learning is strongly influenced by 
the current organismic psychology: the learner is “a goal seeking 
organism reacting as an integrated whole to whole situations.” 

1 

The concepts of the new pedagogy have value in calling attention 
to aspects of the educative process neglected or not adequately recog- 
nized in the conventional schools. In isolation from the cultural aims 
of the school, the interpretation of the new concepts is likely to be 
misleading, loose, even at times absurd. Some of the worst excesses are 
committed in the name of the doctrine that “all learning is a process 
of experiencing.” 

A standard text informs ns: “The child who has never seen a cow 
milked and who has never experienced the thrill of actually making 
butter from cream can never quite gain the understanding of dairying 
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and its importance for life that is possible for a child who has had 
direct experiences with cows and dairies .” Perhaps so, but then nearly 
the whole human race must be deprived, henceforth, of an adequate 
knowledge of dairying, including the dairymen themselves. On the 
farm which the first graders duly visited, the cows were milked by 
machine, and it was necessary to call in the manager to give a demon- 
stration of milking by hand for the benefit of the class. Although 
they did not, it seems, get to making butter, the children evidently did 
obtain a thrill “by hearing the ‘swish, swish’ of the milk as it entered 
the pad,” and this experiencing presumably contributed to the under- 
standing of dairying, and other problems of our times. The visit to 
the farm was part of a unit of teaching on home life, and no doubt 
going out to the country had value for these city children. But the 
author’ s belief that as a result of the visit the six-year-olds gained “a 
growing realization of Father’s responsibility in providing a living for 
members of the family" might be questioned not only by those who 


are sceptical about the all-sufficient importance of the doctrine of 
experience but by its authoritive exponents. 

In Experience and Education, Dewey attempted to correct some of 
the misinterpretations made by the progressive educators who thought 
that the doctrine of experience meant the abandonment of all that 
the traditional school represented. He points out that this negative 
approach provides us with no real solutions; it only presents us with 
problems. When the older conceptions of organized subject matter, of 
authority, and discipline are rejected, new formulations must be elab- 
orated. “The belief that all genuine education comes through expe- 
rience does not mean that all experiences are equally educative." The 
trouble with the old school was not that it failed to provide experi- 
ences, but that the experiences were of the wrong land. Too often, 
Dewey alleges, they deadened native curiosity, made pupils callous to 
ideas, led them to associate books with dull drudgery. 

The newer type of education can lead to equally evil results: an 
experience may be lively, vivid, and “interesting” and yet may generate 
loose habits of thought; it may be exciting and yet dissipate energy 
and contribute to making the pupff scatterbrained; it mar be enjoy- 
able and still not lead to growth. If the term “experience is to serve 
as guide, two principles Dewey explains roust be respected, namely, 
“continuity” and “interaction.” 
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The principle of continuity demands that we ask, on every occasion, 
what effect the present experience provided is likely to have on future 
experience: Does it lead to greater understanding and control of 
future situations in which the learner will find himself? Every genuine 
experience is a moving force the value of which is to he judged “only 
on the ground of what it moves toward and into." This critical judg- 
ment, Dewey emphasizes, cannot be made by the young themselves: 
it needs to he made by the educator who represents a greater maturity 
of experience, a richer knowledge of subject matter, and a better 
understanding of psychology. Moreover, the principle of continuity re- 
quires that a link must be preserved with the past as well as with the 
future: the principle that the present must he used to guide the future 
is sound "only in the degree that present experience is stretched, as 
it were, backward. It can expand into the future only as it is enlarged 
to take in the past." 

The other term, "interaction," likewise involves a denial of the view 
that basing education on experience means giving way to children's 
momentary impulses or to their needs in their "natural’’ form. Human 
experience does not go on in a vacuum; it takes place in a social envi- 
ronment which cannot be left out of account We live in a world which 
has definite character because of what we have inherited from previous 
generations; the difference between savagery and civilization consists 
in the measure in which past experience has changed the conditions 
in which subsequent experiences take place. To neglect this fact 
amounts to treating experience as a purely internal affair taking place 
in each individual. This is what happens when the teacher, books, and 
apparatus — all of which represent "the mature experience of the 
elders”— are subordinated to the immediate inclination of child or 
youth. 

Adult guidance, then, is essential. But— here is the main point— it 
should, as far as is possible, be given by indirect control, not by per- 
sonal injunction. There always will be exceptional occasions in the 
best situations when the adult must step in and exercise authority in 
an arbitrary manner, but the effort must be to arrange experiences 
which will lead to the development of knowledge and character as a 
result of activities in which the learner engages. The teacher must 
have a clear idea of the facts and ideas to be developed, hut the leam- 
ing should begin with activities drawn from everyday living that are 
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within the experience and capacity of the child. 

Much as Dewey emphasizes the importance of initiating learning 
with concrete experiences on the learner’s level, in no lesser degree 
does he insist on arranging the learnings in an increasingly organized 
form in which knowledge is presented to the mature person. Although 
organized subject matter cannot provide a starting point, it represents 
the goal toward which it is to move/' The movement should be from 
a social and human center toward a more intellectual scheme of organ- 
ization, always bearing in mind, however, that intellectual organiza- 
tion is not an end in itself, but is "the means by which social relations, 
distinctively human ties and bonds, may be understood and more in- 
telligently ordered." The organization of knowledge in traditional edu- 
cational systems failed to take the living experience of the learner into 
consideration, the modem progressivist, according to Dewey, neglects 
the need of intellectual organization of facts and ideas. This funda- 
mental weakness, Dewey prophesied, if not corrected would lead to 
a reaction against progressive education. 

With all this insistence on the importance of intellectual organiza- 
tion, Dewey makes no concessions to the traditional conception of 
logical or systematized subject matter. He reiterates his conviction 
that the method of intelligence— which he identifies with the experi- 
mental method of science— is the key to the solution. The method of 
intelligence involves the co-relating of ideas, actions, and conse- 
quences; it requires reflection on experience, discrimination and 
judgment, reviewing and summarizing the significant features of any 
experience in the course of its development. Such budding of intelli- 
gence for dealing with future experiences he regards as the very core 
of mental discipline. Thus, in the end, Dewey comes back to his main 
idea that teaching and learning, to be educative, must be viewed as a 
continuing process in the reconstruction of experience. In a final 
sum-up Dewey affirms: "the soundness of the principle advanced by 
progressive education "that education in order to accomplish its ends 
both for the individual and for society must be based on expenence- 
which is always the life experience of the individual. 


Many of the loose statements in current pedagogical literature 
which offer easy targets for attack would be eliminated if regard were 
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paid to Dewey’s careful analysis of the concept of experience as he 
employs it as an educational means; if attention were given to his 
emphasis on relating the present to the past as well as to the future, 
on the need of adult guidance in the selection of subject matter, on 
the significance of the intellectual organization of knowledge as the 
outcome of the learning process. However, in final analysis, he offers 
only a suggestion of a new approach to the construction of the cur- 
riculum, failing to indicate to what extent the present-day subject 
matter organization is to be retained or modified. 

Incidental references indicate a strong bias against the traditional 
conceptions. In one of the rare instances where he allows himself to 
become rhetorical, Dewey asks: "What avail is it ... to win ability 
to read and write if in the process the individual loses his own soul: 
loses his appreciation of things worth while, of the values to which 
these things are relative . . . ?” 2 But why make the gratuitous assump- 
tion that learning to read and write leads to the loss of one's soul? 
It would seem rather that reading is one of the most important means 
for the expansion of one’s experience, and that writing, besides being 
a basic utilitarian need, is also one of the chief means of self-ex- 
pression. In another place he says, "It is not an invidious reflection 
upon trigonometry that we do not teach it in the first or fifth grade 
of school.” But since no one suggests that we should, this is some- 
what in the nature of flogging dead asses. The question is whether we 
should teach trigonometry at all— whether w r e should have a “system- 
atic and sequential” course in mathematics, as the essentialists urge, or 
whether elements of mathematics should be introduced only inci- 
dentally in the course of experiential learnings. As a result of his 
diffidence with respect to the existing method of subject-matter organ- 
ization combined with the inadequate elaboration of his positive pro- 
posals, may it not be said that, in the end, Dewey aids and abets the 
negative attitude of the progressives which he set out to counteract? 

While misunderstandings have contributed to some of the vagaries 
in current pedagogical writings, the real difficulty, it would seem, lies 
in the doctrine of experience itself. In the first place the term is am- 
biguous. Dewey gives the case away when he points out that the tra- 
ditional schools also provided experiences, although they were of the 
wrong kind. The concepts continuity and interaction proposed as 
criteria of the right sort of experiential learning are also vague; they 
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could be applied to the traditional curriculum of sequential learnings 
as well as to the regime of learning by experience. Further, the idea 
that education is to be “based” on experience— “on the experience of 
the individual” — is misleading. What Dewey means is that the 
method of learning particularly in the earlier stages should utilize 
children’s experiences as a starting point. The content of education 
should be selected by the teachers on the basis of its significance. In 
final analysis, Dewey agrees that education is to be “based on the 
cultural heritage and on social interests not on individual impulses or 
childish desires. 

These comments on the vagueness and ambiguity of the term ex- 
perience, however, are marginal. At the root of the one-si e 
conception of the educative process characteristic of contemporary 
pedagogy is the behavioristic bias which regards knowledge and in* 
telligence as arising in overt response of the individual to problematic 
life-situations. There are serious defects in this view. It mujudges the 
nature of mind in the assumption that it is denvative om S 

Seal activities of survival and adjustment. It undenst.malB the part 
that ideas not immediately related to active expenence play ■ U* 
determination of responses. It fads to give due weigh to accumu 
latcrl knowledge and to the products of previous thought in 
ulating thought and in advancing valid ■ in his 

Dewey’s behaviorism, it is true, is qualified. He ^ 

more careful statements, that experience may idea— 

sponse of consciousness to a reminiscence, o a j ]0vveveT he 

as well as a reaction to outward events. In a PP ’ ’ . . ou ’ t 0 f 

regards genuine experience of value for uca . , cm . 

some form of activity, the internal emo ° ^ ]e31 j t0 datable 

comitants being valued rn the measur „n2ience jj 3n acb’ve- 
action. Dewey never tires of explaining : to “P* 1 3n d under- 
passive affair, that it involves doing s eth oftcs follow 
going the consequences of our doings. -icniretation, he gives 

the organismic approach in its behaviour "jr p 0 t be sees 
placetoimagination asa factorin though and 
its function mainly as furthering exp 3 " ‘ Careful reading of 
through "outward and active mam 1 es ■ ^ ^,]i the inter- 

Dewey would reveal that he realizes t S well as with 

relationships between symbolic events in the mind 
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symbolic manipulation of actual events . 4 There are passages in Dewey 
which are eloquent in their affirmation of the indebtedness of the 
present to the cultural heritage derived from the past. But these as- 
pects— the inner life, imagination, the racial experience— are recessive. 
The dominant emphasis is biological, behaviorist, and individualist. 

As against the experimentalist view that mind is a cleverer way of 
dealing with the problems of human survival and of the satisfaction 
of creaturely wants, there is warrant for regarding it as in a degree 
autonomous. It is a mutation from, not an extension of, the faculties 
possessed by the lower animals. Emancipation from slavery to sense 
and instinct not indenture to their service is the distinctive mark of 
thought. Mind has a creative as well as a reconstructive function: it 
can design new worlds as well as repair the old. The stream of thought 
may at times run parallel to experience— a mere epiphenomenon; or 
interact with it in a process of mutual influence; it may be completely 
dominated by bodily concerns and emotional involvements. But mind 
may be properly conceived as a sixth sense, a distinct organ, which 
can serve as a controlling and creative factor, balanced in importance 
and power as against all the other senses. 

Imagination rather than experience is the protean source of the 
human mind. It may receive a stimulus from sense impressions, from 
observation or activity, it may have an origin in a memory of a past 
experience, but it also is revealed in fantasy and vision. Children are 
interested in practical activities, but they also characteristically exhibit 
mental play, self-dramatization and speculation about the nature of 
things. There is no simple or necessary relation between the stimulus 
to thought or imagination and the creative product of thought or 
imagination. A piece of paper variously shaped may represent a shoe, 
a stick may serve as a hobby horse, a row of chairs may represent a 
train. In free drawing a child may or may not copy. A four-year- 
old child, described by William Stern, on request to picture a camel, 
begins to draw, makes some lines that no one but he would recognize 
as a camel, proceeds to convert it into a butterfly, and ends up by 
making the man in the moon . 5 Free imagination in interaction with 
animal energies and active experiences has been the force at work in 
creating the cultural systems within which human beings live. Human 
thought is not directed primarily to survival, or to the satisfaction of 
the needs of self-preservation, food, and sex, although it may serve 
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these purposes. Even in the satisfaction of the 3nimal wants, thought 
functions to fulfil] such wants in humanly desirable ways not merely 
to satisfy them. 1 

The essential function of mind on the human level is to transform 
urn quality of life. Its distinctive value lies in its power to direct 
activity in accordance with a conceived ideal, to stimulate creative 
activity of a high order in the arts, in the sciences, in philosophy and 
religion. In its unique sense, human mind is nurtured not mainly by 
the ordinary’ experience of casual activity', hut by “experience" with 
the highest cultural expression of this and other ages, by reliving 
'vicarious" experience. Individuals may occasionally discover for 
them selves what others have learned from boohs and in some matters 


here or there, although untutored, make an original contribution. But 
it is evident that in major achievements we must rely on absorbing the 
accumulated heritage of ideas and knowledge. The gist of the matter 
is that the source of significant education comes from outside of the 
individual and from products of past experience embodied in records. 
Books, the wide range of literature, histoiy, and science arc sources of 
intellectual and spiritual experience not only, as the experimentalist 
holds, a means for broadening and deepening the experience of every - 
day living. 

Words, which are symbols of facts and ideas, may in the process 
of teaching, as the experimentalists emphasize, become verbalisms— 
mere counters devoid of significance for the learner. But there is danger 
also in the opposite method— that teaching through activities may lad 
to superficiality. Some progressive schools believe that they arc help- 
ing the children to understand Greek culture by dressing up the 
children in Greek costumes. There is no harm in this, provided it is 
not intended as a substitute for a study of Greek thought through its 
literature, the only way we can in some measure understand it. Our 
cultural heritage is embodied in a complex system of symbols and 
can only he grasped through a mastery’ of symbols. The remedy for 
sterile teaching is not to abandon the use of words and symbols but 
to make them come alive, clarifying ideas, relating them to the world 
of thought as well as to the world of action, stirring the minds, and iet 
us not be backward in saying, touching the harts of our students. 

The cultivation of the mind through transmission of otgantzed 
knowledge, through exercise in abstract thinking, through training in 



2 ^ z THE IDEAL AND THE COMMUNITY 

the ability to define terms is as important as checking thought by 
reference to fact and is as significant as training in the use of intel- 
ligence in the conduct of immediate affairs. As soon as we get beyond 
the lower elementary levels, there are intellectual and formal elements 
— in the language and creative arts, in mathematics, in the natural 
sciences, and in social studies— which cannot be derived from in- 
dividual experience even if each person were to live a thousand years 
in the various cultures of the world. What one can learn from his own 
experience will depend upon what he has absorbed from the accu- 
mulated cultural experience. 

The school has come into being because the experiences of life are 
not adequate for learning to live on a high cultural level in any 
complex civilization. Its work is concerned primarily with nonexperi- 
ential learning: its singular purpose is to cultivate the mental life 
which exists in and through symbolic representation, to transmit 
knowledge embodied in symbols, and to develop skills in the manipula- 
tion of symbols. This is an immense task and the degree to which 
we achieve it conditions the level of civilization we attain. In our 
day of the supremacy of mathematical and physical sciences, it may 
determine the very survival of Western civilization. If it were not for 
the fact that we had the aid of European physicists and mathe- 
maticians who bad studied in the old type secondary' schools and 
universities where theoretical studies were honored, it is greatly to be 
questioned whether we would now have the edge in the struggle to 
preserve the values of a democratic civilization. 

3 

Apart from relation to definite cultural forms and social aims, the 
doctrine of experience offers no clear guidance for the content and the 
organization of the curriculum. A similar criticism may be levelled 
against the concept of “needs” which along with the doctrine of 
experience plays an important part in the progressivist pedagogy. The 
lists of “needs,” “wants,” or "values” regarded as basic to a reorganiza- 
tion of school curricula covers a wide range: from the need of nourish- 
ment, through the wants of sexual expression and economic security, 
to the values of companionship, of sharing and participation, of 
artistic creativity, of literary and scientific knowledge. In books on the 
principles of elementary education, the emphasis is laid on “the basic 
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personality needs of chfldren"-tl lc nee* of achieving group state, 
of giving and receiving affection, of the growing toward independence, 
of developing a sense of security and ability to face reality. Most 
statements include a reference to "soda! needs." The formulation 
nevertheless remains vague. 

We may agree that education in the broad sense is concerned with 
human needs. The question remains which of the needs are the 
responsibility of the school, which the obligation of the family, 
church, or other social agency. Obviously, it is not the major function 
of the school to satisfy biological needs; it is to make some contribu- 
tion to the manner in which elementary needs may properly be 
satisfied. A school may provide luncheons, but its primary educational 
function docs not consist in fulfilling "the want for sufficient nourish- 
ment.” It is to teach something about the proper preparation and 
serving of foods, to study the composition of foods as an incident in 
the teaching of science, or to investigate the relation of food supply to 
political problems. Is it the function of the school to concern itself 
with "the value of sexual expression which all men cherish,” as one 
writer has it, and if so, what should the school do or say about it? How 
the school will deal with needs will depend on the soch 1 structure; on 
the existence of a body of authoritive knowledge, on prevailing ethical 
judgments as to the difference between a desire, a want, and a value. 
Without reference to the cultural situation and to a prior conception 


of values, the term "need” has no definite meaning. The conception 
of needs as a basis for educational policy would have significance if 
it were formulated something as follows: What needs of the child or 
youth as a member of oar society can the school help to fulfill at a 


given age or developmental level? 

Viewing needs in relation to the cultural and social setting should 
lead us back to the commonsense conception of the purposes of 
elementary education. Whatever else is done in school, the children 
should learn as soon as they can to read and write, to speak and spell, 
to add, subtract, multiply and divide. They should obtain some idea 
of the workings of nature, some acquaintance rvith the geography and 
history of America and of other lands and peoples; some notions of 
current events and problems. They should acquire some knowledge 
of basic literature, well-known stories, poems, and plajt; interest, skill, 
and appreciation in crafts and arts should be fostered; health and 
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physical education should receive attention. Without preparation in 
fundamental skills and without a common store of knowledge, chil- 
dren would be handicapped for life, in vocation, in enjoyment, in 
social position — and, not least, in a sense of security. 

At the end of the elementary school age, which may be placed at 
fourteen or fifteen, the probable future career of the various groups 
of children should receive consideration. We cannot neglect the fact 
that in our society the majority will go to work between the ages of 
eighteen and twenty. The core of their education should be related 
to the type of occupation the)' are likely to enter, whether agricultural, 
mechanical, or commercial. Auxiliary studies and activities of a general 
educational and developmental value should be provided within the 
scope of the interests and capabilities of the students. Those who go 
on to college would divide into two main groups: students who have 
already made definite decisions as to their future careers in the pro- 
fessions or subprofessions and students who are prepared by reason of 
ability and intellectual interests to continue their general education 
for the whole college period and who are enabled to do so with the 
help of their families or through generous scholarships. 

For all students at all levels there would be activities and studies 
directed toward the acquisition of knowledge and skills, toward the 
development of broad cultural interests and raising of taste above 
the popular level, for a study of contemporary conditions with an eye 
to their improvement, for an extension of the social horizon. Above 
the junior high school level, for secondary school and college students 
the problem of relating vocational to general education becomes a 
central problem as it already was, to some extent, in the days of 
Aristotle who noted the confusion attending the relation of profes- 
sional training to liberal education. Its solution is not easy, since 
there is a genuine conflict between the effective practical life — 
particularly in our competitive society — and the life of culture and 
the spirit. Some correlation of the two aspects, liberal and profes- 
sional, is possible and desirable. But we need not strain for complete 
integration. 

The main point is that we cannot decide on the aims of the school 
apart from the needs of the individual at a certain level of develop- 
ment in relation to the society of which he is a part. The doctrine of 
experience and needs is faulty in that it leads away from the cultural 
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and sociological orientiKon. It cannot proride the principles needed 
for a sound reconstruction of the curriculum. The reconstruction of 
the course of study should not begm with an inquiry into tire 
biological needs and pycliologica) wants of the individual. Tire proo 
ess must be reversed: it should begin with an inquiry into the nature 
of our culture— its character and ideals, its achievements and its 
deficiencies, its theoretical issues as well as its practical problems. 
Before a curriculum is organized, the educator must know what he 
wants to teach, what beliefs he wishes to foster, and what loyalties he 
wishes to inspire. To say that "education must contribute to the 
democratic way of living" means little or nothing until we define 
democracy in terms of fundamental ends as well as in terms of process. 

The doctrines of experience and needs which recognize the impor- 
tance of relating school work to the life of the child has significance 
primarily for the problem of method. If used with discretion, the con- 


cepts "experience” and “needs” can serve as counterweights to purely 
verbal modes of teaching, to exclusive emphasis on the intellectual 
aspects of learning, to the retention of dead subject matter in the 
school curriculum. Method is always important, but what its signi- 
ficance is can only be gauged in relation to aims. It is only after we 
have decided what we want to teach that we may discuss the question 
of method. In some instances, the unit-of-work, the project method, 
the core curriculum, the discussion group and the seminar may prof- 


itably be used; at other times lecture, recitation, drill may be in place. 
The real contribution of modem pedagogy is the diversity of methods 
it makes available in the various areas of learning for different age 


groups. In any case method should accomplish the primary learning 
objective as well as produce good incidental effects. 

The traditional curriculum needs modification in organization, 
content, and method. The narrow divisions into subjects may well 
give way to broad area divisions and new types of activity may be 
introduced. Personal experience should be used as a resource wherever 
appropriate; concrete examples have always been employed in good 
teaching; laboratory exercises in physics and chemistry have long been 
part of the teaching process in these subjects; dramatic performances, 
likewise, are already a feature of school work; field trips have for a 
hundred years been conducted in many school sjstems. It is essential 
-at least above the primary grades in the elementary school-to 
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maintain the logical and systematic organization of the traditional 
school. The distinction between curricular studies and extra-curricular 
activities should be kept clear. In actual practice, most schools are 
working along some such moderate plan. In the earlier years of 
schooling, the behavioral and custodial functions and the experiential 
approach are becoming predominant. A gradual transition is then 
effected to the subject matter form of organization in the upper ele- 
mentary grades; at the same time the subject-matter areas are being 
broadened and correlated. 

The cliches of current pedagogy— 'all learning is experiencing," 
“the learner is a goal-seeking organism,” “the child reacts as a whole 
to whole situations"— are, in their unqualified pronouncements, mis- 
leading. Learning of school subjects requires drill, memorization, in- 
tellectual analysis. The human being is an aesthetic and contemplative 
creature as well as an active being. Physical disabilities, emotional dis- 
turbances, illiterate social backgrounds must be reckoned with in the 
learning process. But above the stage of the amoeba, no organism 
reacts as a whole to whole situations. On the human level, certainly, 
learning involves selective response and the elimination of irrelevant 
reactions, motor, emotional, or intellectual as the case may be. How 
we leam must be determined in each area by psychologists collaborat- 
ing with experienced teachers. 

There are two broad principles of modem pedagogy which are 
especially significant if properly used— E. L. Thorndike’s concept of 
“readiness,” and W. H. Kilpatrick’s idea of “concomitant learnings” 
The former helps us keep in mind that what and how we teach must 
be relative to capacities of the learners at the time, to the factor of 
maturation, to the emotional disposition. Here we must remember, 
how’ever, that the point of readiness is not absolutely fixed— it may be 
advanced within a range of variation. It is important to emphasize also 
that the readiness principle cuts two ways: it means that we should not 
teach first-graders by the same methods that we teach high school 
students; but it also implies that we ought not to try to teach high- 
school students by methods appropriate to first-graders. 

The principle of concomitant learnings teaches that w*e must have 
regard for the general mental and emotional attitudes developed as 
by-products of the type of learning process followed. The old educa- 
tion, it is said, encouraged blind obedience, led to a dislike for school. 
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suppressed the desire to think, etc. This principle also cuts two ways: 
there is danger that the new schools lead to emphasis on goal-seeking 
and fulfillment of wants as against intellectual and spiritual ends, 
on endless inquiry as against deep conviction, on expedient behavior 
rather than on ethical principles. Here, also, if we keep clearly in our 
minds what we want to teach, loosenness of thought may be mini- 
mized. 

The sum of it is that we must abandon the principle of “the 
supremacy of method.” 
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INTELLIGENCE AND CHARACTER: IDEA 
AND BELIEF VS. EXPERIENCE AND INQUIRY 

The emphasis laid on experience as a basis of learning stems 
in part from the belief that the activity methods which engage the 
interest of the learner are on psychological grounds more effective 
than the traditional formulations for securing genuine knowledge. As 
the leaders of the experimentalist philosophy conceive it, the doctrine 
of experience and its correlate, the method of intelligence, has a 
deeper— a moral— purpose. That the method of intelligence based on 
common experience and on experimental procedures is applicable to 
ethical judgments is at the heart of Dewey's philosophy. Professor 
Kilpatrick would make character building the fundamental goal and 
all-inclusive aim of education, and he connects good character with 
the disposition to think and to act on thinking. John L. Childs has 
made the moral emphasis of experimentalism the basis of his educa- 
tional philosophy. The development of intelligent self-determination 
as the quality of personality essential to democratic living, he main- 
tains, demands a “morality of primary experience" and a “morality of 
inquiry ." 1 


Professor Childs is explicit in his denial of the child-centered 
philosophy of some of the oldeT forms of progressive education. He 
agrees that education is impregnated with moral values and cannot be 
a neutral process. He recognizes the societal and cultural basis of 
personality and he sees democracy as a definite system of political 
institutions as well as a distinctive mode of associated life. He re- 
pudiates the laissez-faire conception of education which avoids placing 
responsibility on the parent and teacher for directing the development 
-3 s 
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of the child. He agrees that education is a deliberate process by which 
adults nurture-even "mold"— the life and mind of the young and 
guide their growth to maturity. 

With all this emphasis on society-centered and adult-directed educa- 
tion, Professor Childs makes no concessions to the traditional con- 
ceptions. He endorses all the experimentalist doctrines including the 
‘supremacy of method.” The guidance which the school should give 
is a nurture of the use of the methods of intelligence in the moral 
life. The direction is to be given by providing a special environment 
in the school. Moral sanctions are “internal, not external.” Indoctrina- 
tion is precluded. The democratic proposition that every person should 
be an end in himself forbids. Professor Childs believes, subordinating 
the child to any pre-established system of life and thought. Respect 
for the dignity and the worth of the individual requires directing 
education to the end that the pupil will grow in ability to make up 
his own mind as to what he should believe and consider worthy of his 
allegiance. The nurture of democratic personality requires the culti- 
vation of the mind of the individual as a means of developing moral 
responsibility which includes the capacity to cooperate and to evaluate 
consequences of action. The nurture of mind— this is the crux of 
Professor Child’s position— demands “a morality of primary experi- 
ence.” 


The emphasis on primary experience is closely associated with a 
functional conception of mind “that accepts without discount the 
evidence and the perspectives of organic evolution.” The consistent 
believer in evolution will always bear in mind that man was a creature 
of action and feeling long before he developed a capacity for re- 
flective thought; he will never resort to the dualistic body-mind con- 
ception which regards consciousness as descending into the animal 
organism from some transcendental realm. Professor Childs recognizes 
that the transformation of the fixed habits of response of the lower 
animals to the conscious, purposed activities of the human person 
is associated with the use of symbols. But symbols have intellectual 
meaning only in the measure that they represent the value of things 
and organic acts in the world of natural existence. Thus, if wre 
accept the evolutionary point of view, we must recognize a mgs 
are prior to symbols or words, and that activities are pnor o mcem 
ings .” 2 Consciousnes and cognition are derived mode of cxpcnenc- 
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ing whose sources are the doings and undergoings of primary CX P < ^ 
ence and whose ultimate controls and tests arc also provided by 
primary experience. 

The principle of the “morality of primary experience’' is supple- 
mented by the principle of “the morality of inquiry." To support the 
latter, Childs refers to Peirce’s analysis of the nature of scientific 
method. That aspect of Peirce’s conception is emphasized which 
maintains that an idea— an assertion, hypothesis, or proposition— has 
meaning only insofar as it has “a conceivable bearing on the condact 
of life.” An idea has a dual function: it prescribes a plan for an ac- 
tion to be performed and makes a prediction of a result which is likely 
to follow. Tire process of making inferences from present existences 
to probable future happenings which involves the use of symbols 
constitutes thinking. Following the Dewey line, Childs thinks of an 
idea as originating in experience as a possible solution of a problem 
found in experience; the idea is elaborated and refined in imagination 
by use of concepts developed in previous experience and is ultimately 
put to the test of overt behavior. 

The experimental method is neither random activity nor a sdf- 
endosed process of ratiocination; it is a controlled procedure in which 
the inferences are drawn by use of both reason and observation. 
Deduction as well as induction enters into the process, but in the end 
it is action which determines meanings and tests results. It is in this 
process of experimental inquiry that the seat of intellectual authority 
is to be found. No person, institution, tradition or book has authority 
over us as against the test of actual practice. And this process must 
be continually renewed; the faith of the experimentalist is not in any 
particular finding derived from experience, henceforth conceived as 
eternally true, but in the empirical method itself. The meaning and 
truth of an idea are thus “internal/' not, however, as subjective within 
the person, but “internal to the operations by which they are subjected 
to the test of existence .” 3 

To the mind nurtured in experimental procedures. Professor Childs 
maintains, there is no sharp gap between judgments of moral values 
and judgments of facts. The child who is learning to discriminate 
between the better and the worse in the various spheres of human 
activity is at the same time growing in moral judgment. All experi- 
ential education carried on in the spirit of experimental inquiry is 
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therefore a form of character education. The child who is learning 
through participation in experiential activities is not only acquiring 
new techniques and practical information, he is at the same time 
developing a changed view of man in his relation to the world— 
essentially a new moral orientation. He gains a better realization of 
the necessity and of the possibility of human control of his natural 
and social environment. He will come to understand that neither 
nature nor society wall talce care of him apart from intelligent effort 
on his own part, that man lives not by passive trust in transcendental 
forces but by constructive use of conditions to advance his own 


purposes. , 

From the twin conception of primary expenence and experimental 
inquiry Professor Childs draws inferences for the method of the 
schools. Faculty psychology with its correlate of “intellectual dis- 
cipline" is rejected. No type of subject matter or form of menM train- 
ing can be effective apart from experience in a variety of i life s activities. 
The manipulation of mathematical and logical symbols is, on the 
basis of what is known of the transfer of learning, Childs thinks, the 
least premising of all educational practices. The morality “ f P n ™T 
experience, moreover, counsels against overloading school »«* ' 
printed reports of the experience of others. Boob ren broaden and 

sons and things. From the moral as _ u„, pw j,lan ap- 

"Kfhnal section ^ 

Childs discusses the social nature of scren ^ con . 

cooperative and public chancy .Ob| ^ rinlcnlaI procedures are 

elusion are secured by the tact m JT. 0I m ti om !itj., and 
available to all men of *!J I[S 3 re0 p^n to the scrutiny of the 
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of doubt-instead of suppressing doubt and discouraging doubtful 
opinion, it is cherished as a means of arriving at objectivity through 
further investigation. Professor Childs recognizes that scientific worh 
requires special training and that the results of scientific inquiries can 
be tested only by expert competence. He believes, nevertheless, that 
the layman's acceptance of the scientist's results is not a mere blind 
following of authority, since application to practice continuously 
proves the validity of scientific conclusions. The principle of scientific 
inquiry involves also the idea that the conclusions of our own days 
are never final but may be corrected by the investigation of future 
generations of men. Experimental inquiry reaches unity of belief 
through the Peircean idea of universalizing the community of in- 
quirers in space and time. 

The morality of experience and inquiry is to be distinguished from 
the several conventional approaches to the problem of ethical author- 
ity. First, it differs from systems which accept current standards and 
practices without criticism. It rejects the authoritarian view which 
implies that ordinary human beings are not qualified to construct their 
own governing principles and must therefore rely on some super- 
natural or transcendental authority. Along with this it rejects the 
absolute and abstract conception of “right for right’s sake" which fails 
to consider the condition and consequences of particular situations. 
But, on the other hand, reflective morality is to be distinguished from 
voluntarism, from the cult of self-expression which identifies it with 
impulsive activity unregulated by concern for conditions and con- 
sequences. Underlying the democratic conception of experience as 
the basis of morality must be the recognition "that the good life is 
the life within a human community, and that the desires of the in- 
dividual must not only be reconciled with one another, but also with 
those of bis fellows who share a common experience." 


With many of the broad statements in the course of the experi- 
mentalist s analysis, all American educators of whatever school of 
thought would agree. Certainly we should not indoctrinate by "with- 
holding pertinent knowledge” or allow ourselves to be “enslaved by 
our ideas ^ or be satisfied with "blind reliance on tradition or external 
authority. ' But the issues are not resolved by the method of ad- 
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jectival denunciation, by introducing the terms "blind," "external,” 
"enslaved.” Is all submission to constituted authority to be deemed 
blind adherence? Is it possible to be a member of any society without 
adaptation in major matters to a pre-established system? Is not the 
democratic form of government a pre-established system? Should the 
youth be permitted to make up their minds without qualification 
"about that which is to be considered worthy of his allegiance’ as 
Professor Childs urges? Suppose the individual believes that allegiance 
to the Communist Party best serves the welfare of mankind? How 
can the absolute of primary experience be reconciled with another 
principle that Professor Childs upholds, "the morality of patriotism 7 

An unresolved dilemma runs through the experimentalist^ dis- 
cussion. Does authority rest in the morality of primary cxpenence 
which leaves the judgment to the individual; or does the final author- 
ity reside in the morality of inquiry, in the competent investigations 
of an invisible community whose inquiries stretch over a ongpen _ 
from the distant past to the far off future? The answer that rou! ‘ 

be an interaction between these two poles of espenenee 
question. The problem of authority arises only when then n an 
unresolved conflict between the opinions of mdmdoals and I the 
conclusions of science and tradition. An amb.vafacc 
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values to bear on the experience of the learner. Authority, it should be 
unequivocally affirmed, rests not in the opinion of the individual 
based on personal experience but in the consensus of judgment of 
competent investigators, not in the process of a single mode of inquiry, 
but in the reliability of the knowledge used and the wanantabflity of 
the conclusions arrived at by the methods of reasoning and inquiry 
appropriate to each great area of human interest— whether science, 
politics, art, or religion. We cannot achieve the same degree of war- 
ranted assertibility in all areas: in some demonstrable truth is possible, 
in others only a reasonable conclusion based on the weight of evidence 
is attainable, in some questions two or more positions may be equally 
defensible. But in all areas, the views of the scientist, the scholar, the 
political and religious philosopher are those which the school has the 
obligation to support and foster. As against the experimentalist’s 
reliance on primary experience and scientific inquiry', a morality, to 
borrow Childs’ term, of fundamental principles and warranted beliefs 
is proposed as prerequisite for education. 

The ability to make good judgments does not follow from a re- 
jection of conventional solutions in favor of one’s own primary ex- 
perience. A first task in the development of critical thinking is not to 
stimulate doubt but to make the student conscious of the principles 
and assumptions underlying the subject of discussion. In his attack 
against the fixed assumption, the experimentalist leaves the impression 
that we can derive conclusions from direct experience without making 
assumptions. To permit thought to operate fully, it is true, we must 
emancipate ourselves from rigidly held dogmas. But it is of equal 
importance to emphasize that whenever we give up one assumption 
or principle we must postulate another. There can be no thinking 
without presuppositions. The evil of the fixed assumption lies in its 
tendency to prevent us from making other assumptions that better 
correspond with the facts or satisfy more adequately the diffi culties 
encountered. The removal of one presupposition without the substi- 
tution of a new one would not lead to freedom of thought but to the 
degeneration of the thinking process, just as the abandonment of all 
definite standards of conduct would lead to demoralization and not 
to moral freedom. 

Likewise, thinking to be effective must he directed toward definite 
ends, to the choice of alternative possibilities. "How odd it is," Charies 



IDEA AND BELIEF VS. EXPERIENCE AND INQUIRY 24; 

Darwin wrote, “that anyone should not see that all observation most 
be for or against some view, if it is to be of any service.” The tendency 
of experimentah'sm runs contrary to this in its emphasis on process 
and on the continuity of inquiry. The maintenance of a state of doubt 
and the conduct of “systematic and protracted inquiry” are stressed 
as the essentials of thinking . 4 Dewey also decries confining thinking to 
a consideration of finished rival systems, which he thinks men are 
inclined to do because they want the crutch of dogma to relieve them 
of the responsibility of thinking . 8 But for most of us most of the time 
the only recourse is a choice of alternative conceptions or proposals. 
Protracted inquiry, on the contrary, easily becomes a way of avoiding 
taking responsibility. Once the individual has the freedom of choice 
among available systems and proposals, he is no longer subordinated 
to dogma. Not an absence of proposals but a plurality of possible 
choices is the essence of freedom. 

Another weakness of the experimentalist’s reliance on primary ex- 
perience lies in the underestimation of the part played by knowledge 
in suggesting solutions and in formulating problems. A problem does 
not necessarily stimulate thought-it may lead to fetation or despair 
when no knowledgeable solution can be envisaged. E ec v ^ I " r ^ 
depends on having a store of ideas: our abibfy to surest 1 W ot), ' s “ 
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consideration to such factors as those to which Gestalt psychology has 
called attention: finding an inner principle in events, gaining a com- 
prehemive insight into observed facts, seeing what the structure of the 
whole requires for the parts . 7 The implication that experimentalism 
provides a general method of attack equally valid for all studies is 
misleading. 

The same line of reasoning that denies that general mental training 
can derive from the study of a single subject denies with equal force 
that the use of a single method, despite the variety of content, 
can achieve the result We may expect that experimentalism as a 
pattern of inquiry drawn from the field of physics would apply most 
closely to physics and, with modifications, to the fidd of the biological 
sciences. We should suspect that, in the field of psychology where a 
social framework is involved, experimental method— as against the 
case method or the personal interview'— would have a limited applica- 
tion. In mathematics the element of deduction would predominate; 
in esthetics the dement of imagination, of intuition, appreciation 
would have relativdy greater place. One of the main reasons that the 
traditional subject-matter approach ought to he retained in its broad 
divisions and major subdivisions is that a significantly different mode 
of investigation and of constructive thinking is appropriate to each. 

3 

The experimentalist’s rdiance on experience and inquiry as against 
acceptance of norms and commitment to ideals is particularly open to 
question in the area of character development The conception of the 
school as a miniature community where opportunity is given for the 
development of social intdligence and a cooperative spirit through life- 
like activities is an outstanding contribution to education in its moral 
as wdl as pedagogical aspects. But, at best, by itself the school’s in- 
fluence on interpersonal relations and on social practices outside the 
school must remain peripheral. However closely the school attempts 
to bring its work into harmony with the life activities of society, it can 
never achieve more than a supenficial imitation of the realities of 
living. The major issues in the moral life revolve around the in- 
dividual s involvement in the problems of marital relations, vocational 
life, professional and personal status, situations which in their social 
and psychological complexity the school can never duplicate. The 
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fundamental principles of experimentalism, the doctrine of primaiy 
experience, the idea that it is futile to attempt to prepare for the 
future, its scepticism of the possibility of transfer, contradict the view 
that the school can be a central factor in character development. Pro- 
fessor Kilpatrick's celebrated principle, “We leam as we live,” negates 
his other thesis that the school's major function is the development 
of character. 

More is lost than gained when the regime of purposeful activity and 
critical intelligence is represented as a substitute for, instead of as a 
supplement to, instilling a devotion to principles and directing' toward 
definite moral ends. The undertone of antagonism to authority, to 
traditional belief, to doing right for right’s sake is likely to lead to 
loosening of existing standards rather than to raising to a higher mode 
of conduct. In its lack of confidence in the established order, expen- 
mentalism unwittingly casts a shadow of distrust on conventional 
mores and accepted institutional forms even when these serve va 1 
social purposes. In its emphasis on creativity and initiative, it slurs 
over the ideals of good craftsmanship and excellence in achievement; 
in its stress on cooperation for group purposes, it minimizes the con* 
cept of obligation, of duly, of kindness, esen of conrtey and good 
manners. Tte proposal to base morality on the firsthand 
of the individual and on the experimental .“"fX 

and consequences leads, too easily, to an ethics of ™ 
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directive to be of use in any pressing moral issue. 

If we are to live civilized lives, « most term , to I rve m 
institutionalized social structure. Within 
order, there is a range of choice-in 

religious and secular affiliations, m p ^P^ a[ways a selection of 
aims to enlarge to the music 

alternative possibilities always limited. W. many works 
that has been written although we ^ - t ^ ^jgh achievement 

of many periods and styles. For . a ’ n( j t0 ^press our per- 

to be able to play what others ha^^n ^ cxpect youth to 

sonalities through individual m rp one to become 

work out a novel philosophy of 1 . talent and developing 

composer or master artist. Instead of releasing 



2^3 THE IDEAL AND THE COMMUNITY 

individuality, this may impose an impossible demand resulting in 
frustration and in a lasting sense of inferiority. Although the school 
ought to encourage the gifted, its main function is to help the average 
and the less than average. It should, through its program and activities, 
convey the assurance that he also is worthy who accomplishes with 
competence the tasks that society sets and fulfills honorably the 
obligations it requires. The school should help the youth utilize exist- 
ing possibilities, and even, as Erich Fromm counsels — although this is 
certainly not the whole function of the school— to mold the character 
structure so that **. . . they want to do what they have to do” as mem- 
bers of the society of which they are a part 8 

A primary function of education in the sphere of morals, as in the 
area of science, is acculturation. A first task of the school is to en- 
deavor to raise conduct from the level of local usage and average 
practice to the plane approved by the larger community which the 
school represents. This involves a conservationist and, in a measure, 
a conformist element a “reproduction of the type” as the essenrialist 
maintains. But the preservation of the cultural heritage, in an enlight- 
ened and a liberal sense, signifies the transmission of the heritage of 
ideals as well as adjustment to the traditional mores. And this, 
if consistently carried out necessarily brings in its train criticism of 
existing embodiments and participation on the part of the school in 
the reconstruction of the social order. But social criticism and social 
reform cannot be based on individual judgments which rely mainly 
on primary experience and scientific inquiry. 

The program of social reform which the school may properly sup- 
port must be derived from bringing to bear the cultural ideal on 
conventional practice. The directives by which the existing institu- 
tions are to be reconstructed as well as the established forms have 
their source in history. The ideas of human dignity and equality, of 
law and justice, of freedom of worship and freedom of thought, lie 
at the very heart of “the great tradition of the Western world.” It is 
from tradition that we draw the moral strength and authority’ to 
contend against the inadequate embodiments in present-day institu- 
tions. To obey an internal authority*” does not mean setting up an 
individual opinion against an established authority; it means a chal- 
lenge of a particular authority by the higher authority of a funda- 
mental principle; it means identifying the self with a wider community 
of persons and ideals. 
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The recognition of the import of tradition implies giving a promi- 
nent place to history and to the humanities as a means of nurturing 
the "inner directed” person. Dewey goes far in expressing appreciation 
of the significance of history as providing in simplified yet integrated 
form an opportunity for studying the forces at work in any given 
epoch and in revealing the lines of social advance. Valuable as this 
approach is, it nevertheless regards history mainly as a means of 
understanding the present-day society. To see history only in the 
social dimension narrows its import, to think of it as the past 
misses its real significance. 

History is rich with many values for the understanding of life and 
thought. It is in a true sense philosophy teaching by example, as Lord 
Bolingbroke wrote, the record of man’s successes and follies: ‘We see 
men at their whole length in history, and we see them generally there 
through a medium less partial at least than that of expenence. In 
the genuine sense of the term, history is never a mere record of the 
dead past. History represents what the EjSS 

as significant in the lives of men from the beginning. It reflects what 
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of direct significance for building the moral life. In this, the ex- 
perimentalist view reveals its sharp contrast with the humanist con- 
ception. For Jacques Maritain, literature, poetry, drama, historical 
writings lie at the heart of genuine education: the reading of the 
great classics “feeds the mind with the sense and knowledge of natural 
virtues, of honor and pity, of the dignity of man and of the spirit, 
the greatness of human destiny, the entanglement of good and evil, 
the caritas humani generis .” 10 Literature not only enhances ordinary 
experience; it is itself experience out of which the moral life grows; it 
sustains the ideal despite experience, nourishes the spirit to withstand 
the attritions of the daily experience. 

There is danger, of course, that concentration on the humanities 
may serve only to cultivate good taste in literature and have little effect 
on the moral or social life. Historically, classical education, as the term 
suggests, was an education for the upper classes. Liberal education is, 
today, often advocated as a means of drawing attention away from 
concern with contemporary social issues and with social reform. Ex- 
perimcntalism represents an endeavor to counteract the pure esthet- 
icism, the abstract intellectualism, the complacent moralism of the 
traditional conception of a liberal education. In its emphasis of relat- 
ing thought to action, experimentalism reflects an impulse toward 
ethical integrity, toward realizing ideals in social life. But by dis- 
solving mind into intelligently directed activity, experimentalism 
deprives it of its tensional force in elevating character to a higher 
integration of moral-aesthetic-spiritual insights. By fusing values with 
a quality of action, it undervalues the function of historical ideals as 
norms by which to evaluate existing institutions. By merging ends 
with processes, it is led to turn away from stating with effective clarity 
tire goals of social reconstruction in which, it rightly holds, the 
school has a moral responsibility to play a part. 

Advocacy of social change in general, without indicating the lines 
of social change, leads to fruitless debate. The school’s responsibility 
for promoting social change is a corollary of its function in advancing 
the cultural and communal ideal. The proposals for social betterment 
which the school is warranted in furthering must satisfy two criteria: 
they must be designed to realize an avowed social purpose; they must 
have the support of competent knowledge. In the application of pro- 
posals, moreover, the strategy of democracy requires giving considera- 
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tion to local conditions and permits temporary compromise. But the 
school has the obligation at all times to favor measures which are 
calculated to implement professed ideals in the interest of the national 
welfare. If it fails to do so, it fails in its moral purpose: it tacitly sup- 
ports existing evils, it reduces its moral teaching to empty srrbalisms, 
it engenders a habit of evasion and equivocation. The test of moral 
discipline is our readiness to apply our avowed ideals. 

, In its function of character development the school worts in three 
ways. It supports the existing mores and institutions when these are 
not opposed to the professed principles of the wider community. It 
endeavors to raise the cultural level through the superior environment 
it provides, through the personal relations it encourage, and not least 
through cultivating ideals and nurturing moral sensitivities by means 
of the study of history and literature. In the third place, the school 
should mate a deliberate effort to enlist the interest of matunng youth 
in social issues with a view of promoting economic an I F>hM 
measures calculated to fulfill in ever greater measure the moral dah 
of the nation-the principles of freedom and equal, £ and of human 
brotherhood. In the pursuit of its work in tot 
acter, the school must avoid the illusion that « abne “n a 
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effective in character development than at present, the gap between 
the ideals represented by the school and the actualities of social 
life must be reduced. Improvement of character education cannot, in 
any appreciable measure, be achieved by a change from verbal 
methods of teaching to an activity program: to a large extent it is a 
matter of social reconstruction. 
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INDOCTRINATION, ACADEMIC FREEDOM, 
AND RELIGIOUS TEACHING 


The view that education implies the nurture of definite be- 
liefs and the promotion of clear social objectives raises a number of 
issues with references to the relation of the school to the democra c 
society. The position that the teacher must be neutral on all con- 
troversial questions leaving it to the individual to deciders nnreahstic 
and evasive— a source of confusion and equivocation. The opp r Ji g 
view which affirms “as is the state so is the school “ 
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approaches predominates in the total educational effort, a process of 
indoctrination is necessarily involved. The terms “fostering” and 
“nurturing” are more in accord with democratic assumptions and 
psychological conceptions than the terms “inculcating” and * instill- 
ing,” but the semantic substitutions do not change the fact that the 
direction comes from outside the learner, and is “imposition from 
above.” That education involves indoctrination cannot be denied. On 
the other hand, this does not mean that education is nothing but 
indoctrination. Nor does it imply that all indoctrination is legitimate 
from the educational point of view. 

Indoctrination has two connotations. It may be properly employed 
in a neutral sense to designate instruction in basic principles, in the 
fundamentals of a branch of knowledge, or in generally accepted 
rationally defensible beliefs. This is the primary dictionary meaning 
of the term. In liberalist circles, however, “indoctrination” has come 
to be used in an unfavorable sense to describe biased teaching aimed 
at producing blind following of authority. Indoctrination becomes 
an important issue only when there is a genuine difference of opinion 
among equally competent judges, as in the case of religious beliefs, 
philosophic positions or economic theories. When there is general 
agreement, indoctrination need not be regarded as objectionable. 
Direct instruction in rules of health, training in skills, inculcation of 
scientific principles would not ordinarily be considered indoctrina- 
tion in the obnoxious sense. Nor should instilling a loyalty to the 
Constitution be regarded as opposed to the democratic process. 

Indoctrination is not wrong because it involves positive teaching. It 
is wrong in situations which call for critical analysis of important dif- 
ferences of opinion. Indoctrination of an undesirable kind may be 
carried on in many ways and need not be conscious or deliberate. A 
usual form is to present only one view of a controversial issue or to 
present alternative views only in a deprecatory fashion. Another 
method is to cany on group discussions on issues far beyond the 
knowledge or the capacity of the learners who miraculously arrive at 
a consensus in complete harmony with the views of the teacher. In- 
doctrination becomes inevitable when insufficient time is allowed for 
critical analysis, when the process of reasoning is short-circuited in 
situations where it is important to encourage it. Indoctrination is not 
avoided by substituting “pupil-centered” for “teacher-dominated” 



2 t-(j THE IDEAL AND THE COMMUNITY 

tion, or at least the description of the experiments by which the con- 
clusions were reached. The other aspect is the discussion of diverse 
views on issues still unsettled. Controversial issues could be profitably 
discussed only if there is an accepted frame of reference and agreed 
upon subsidiary principles, e.g, in the physical sciences, naturalism 
would be assumed and the teacher of physics would not take seriously 
a supernatural explanation even if a student “thinking for himself 
offered one. 

In the social studies, the problem of positive teaching is more com- 
plex. In the study of history', of economics, and of international affairs, 
there are wade differences on basic presuppositions as well as in norma- 
tive conclusions. But the wide divergence of views should not obscure 
the fact that the democratic society, as all other forms, must be 
erected on a foundation of fundamental principles. Just because there 
are wide differences of view’, it is necessary' to formulate foundation 
principles and proximate goals to guide the educational endeavor. The 
assumption is that the concept “democracy,” the avowed principle of 
American life, provides a corpus of ideas and of practices that must 
serve as the directive and unifying principle. Its meanings are em- 
bodied in our Constitution, have found expression in our literature, 
and are continuously being interpreted by leaders of thought An 
indispensable function of educational leadership is to formulate its 
directives— its established principles and ideal aspirations— as a basis 
of school policy. 

A common agreement on democratic fundamentals already in part 
exists; in part it is in the making under the pressure of contemporary 
conditions and in the light of new possibilities. In preceding chapters, 
it has been suggested that the democratic social philosophy of the 
new age must include the following: adherence to the principles and 
procedures of the Constitution; a renewed emphasis on the Bill of 
Rights; a consistent implementation of racial equality; the furtherance 
of economic welfare for the nation as a whole; the promotion of a 
democratic international order based on the Universal Declaration 
of the lights of Man. These five purposes reflecting current liberal 
conceptions, it is submitted, establish criteria for an educational pro- 
gram in the social studies. Such directed teaching is not a matter of 
catechetical or doctrinal instruction. It implies rounded study of his- 
tory and contemporary affairs, of government and economics, of 



INDOCTRINATION, ACADEMIC FREEDOM, AND RELIGION 257 

literature and political theory. It allows for differences of views with 
references to means and measures designed to achieve the goals set 
forth. But the teaching would not be neutral; it would be directed 
toward the realization of stated social purposes. 


The adoption of an educational policy along the lines projected, 
however well supported by reference to the American heritage and to 
contemporary thought, would undoubtedly involve conflict with the 
views of some sections of the population. The question arises whether 
the school administration or the teacher has the right to support con- 
ceptions of social reform which are opposed by local school authonbes 
or by the parents of the children. What are the responsibilities and 
limitations of academic freedom in dealing with controyerem f su 
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Freedom of speech is an elementary human right which the individual 
may or may not exercise but which government may not abridge ex- 
cept under the exigent circumstances of “clear and present danger. 

It is not limited by any intellectual criteria: a man may use the public 
forum to talk nonsense, to propound a goldbrick economic theory, or 
preach the advent of the millenium. Academic freedom has a different 
basis and character. It is not guaranteed by the Constitution; it applies 
to a special group — of teachers and students; it is an obligation rather 
than a right. 

Academic freedom confers no personal privilege. The term “free- 
dom” is to a degree misleading. Academic freedom makes demands 
on self-restraint, on intellectual integrity, on respect for colleagues 
and students. It abjures dissimulation; it implies the duty of declaring 
the convictions that the teacher has arrived at as a result of his study 
in his area of competence. It precludes taking advantage of position 
to promote personal views through a one-sided presentation. Academic 
freedom, as Professor Lovejoy has emphasized, rests on the right of 
the students to hear and discuss alternative views as much as on the 
teacher's right to expound his own conclusions . 3 It is a corollary of 
the belief in the value of scholarship and scientific inquiry for the 
extension of knowledge and the service of human welfare. In sub- 
stance, it makes the ethics of the profession of scholars and scientists 
supreme over the arbitrary control of outside forces — of the state, the 
church, the political party, and, not least, of public opinion. 

Academic freedom is not grounded in any special right that the 
teacher has as individual or as citizen but in his capacity as a member 
of a profession which enjoys a measure of autonomy requisite for the 
carrying out of its social function. Like other professions, the educa- 
tional profession is the custodian of a body of knowledge and is char- 
acterized by a corporate conscience. Academic freedom is granted to 
the teacher in so far as he respects the ethics of his profession. As a 
member of a profession the teacher is never merely the employee of 
the educational institution which engages him or of the local board 
of education. He is a servant of society in the broadest sense, a repre- 
sentative of the cultural heritage, of the community as its highest 
achievements and aspirations. The loyalty of the educational profes- 
sion is due to the nation as a whole, to the fundamental principles of 
the democratic society. 
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In the nineteen tli century, academic freedom had to contend against 
the claim of the church to authority in science and in religion. During 
the last half century the pressures exerted by business interests have 
been the major, although more indirect, deterrents to completely free 
discussion of economic and social programs in the colleges and uni- 
versities. Today, the forces of opposition emanate from the public at 
large, through local educational authorities, through investigating 
committees established by the national and the state legislatures, and 
through self-constituted vigilante groups. The danger of these attempts 

at interference in academic freedom are the more serious ecause ey 

are made under the plausible argument that parents and teachers nave 
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ment for Negroes and whites does not become a debatable issue in 
the academic world because large sectors of Southern opinion hold 
fast to the politics of white supremacy. Even before the decision of 
the Supreme Court in May 1954, the principles of academic freedom 
gave the American teacher warrant to draw inferences from the prin- 
ciple that all men are created equal, and to oppose racial discrimina- 
tion and segregation. 

The ethics of academic freedom justifies the educator in promoting 
economic and social measures for which there is professional •warrant 
Tills implies also that the proposals have some support by public 
bodies in the nation at large. Academic freedom does not give the 
teacher as individual any right to air purely personal views in the 
classroom and certainly not to use it as a platform for partisan propa- 
ganda. The maturity of the students and the level of education must 
be talcen into consideration in the application of the principle. At the 
college and university level complete freedom of opinion should be 
encouraged to the point of erring on the libertarian side— providing 
always that heretical views are based not on emotional protest but on 
reasoning and evidence recognized in the area under discussion. Below 
the college level discussion of abstract ideological issues such as cap- 
italism vs. communism should be avoided; discussion should be cen- 
tered on concrete proposals made in legislative bodies, by welfare 
organizations, by scientific associations. At the elementary grades, 
teaching the social studies should be predominantly descriptive and 
exploratory, designed to supply information and develop general atti- 
tudes rather than to analyze or discuss proposals. At the lower levels, 
the problem of academic freedom applies more to organization of the 
curriculum and the use of textboolcs than to problems of the teacher 
in the classroom. 


3 

Under the tensions of the cold war between the United States and 
the Soviet Union, the issue of academic freedom became centered 
around the question whether Communists— that is, members of the 
Communist Party or other organizations regarded as subversive— 
should be permitted to teach. In the sphere of higher education, the 
problem was widely discussed in connection with an investigation con- 
ducted in 1949 at the University of Washington which resulted in 
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the discharge of three professors and the retention of three others on 
probation. In the field of public education the issue was brought to a 
head by the Feinberg law of New York State, passed in the same year, 
aimed at eliminating teachers and others in the employ of the schools 
of the state who were suspected of disseminating subversive propa- 
ganda. It included a provision to the effect that membership in any 
organization designated as subversive by the Board of Regents wou 
serve as prima facie evidence of disqualification. The Supreme our 
declared the law constitutional in 1952 with a strongly worded dissent- 
ing opinion by Justice Douglas. As a result of this law, teac ers m 
elementary, secondary, and college grades have been > 
for membership in the Communist Party, or more req J ,, 
using the fifth amendment as a means of avoi ng p 
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echoing the thought of Justice Communists to 

dangerous. But those who are opposed S p ro fessor Sidney 

teach urge that a sharp distinction ^ust be mad^s ™ 

Hook has epitomized it, between a doctrine, should be 

Marxism, as a heretics! political should be 

given a full hearing; a t£ ^ cIier ^°“ . his freely in accordance 
allowed, even encouraged, to e*po membership in the Com- 

with the usual democrabc proce - tter; it leads to a viola* 

munist Party at the present time is intellectual and political. 

tion of democratic principles m tiro a . the Communist 

In the first place it is the principle of 

Party contravenes the teacher 1 1 wherever scientific mvesb* 

academic freedom to follow the ^ , in the party obtges 

gation and scholarly research tal U® . rflgiaue. philosophic, 
fte acceptance of a complete : set ^' f V" and impose 

scientiB^ and political* »' c “ ol those bdiefsand 

undeviating assent to the °® cul part)- dictatorship. The 
their application to action by «« ^ academic freedom 

philosophy of communism dem tb J p who maintains that th 

in theory as well as in practice, and an; 



262 


THE IDEAL AND THE COMMUNITY 


Communist Party is innocent of hostility to academic freedom, Pro- 
fessor Lovejoy suggests, may be compared to one who would insist 
that the Nazi’s were innocent of anti-semitism. A member of the 
Communist Party is aiding and abetting “the most aggressive ^and 
formidable conspiracy against the freedom of the human mind. 



all sorts of strategems, manoeuvres, and illegal methods, to evasions 
and subterfuges. ... to take advantage of their positions, without 
exposing themselves, to give to their students to the best of their 
ability working class education.” Membership in the Communist 
Party, it is argued, is not only divergent belief; it is in essence a con- 
spiratorial act; it constitutes participation in a movement aimed at 
disrupting the present regime, its political as well as its economic 
foundations. Since every applicant for membership must sign a 
pledge to accept party' discipline, “it is not,” as Professor Lovejoy has 
put it, “a question of ‘guilt by association’; it is a question of guilt by 
voluntary cooperation ” There is little likelihood that any teacher who 
remained a member of the Party after the Nazi-Soviet pact of August 
1939 should have been unaware of the conspiratorial purposes and 
the meretricious methods of the Communist Party. Because of the 
violation of academic freedom and disloyalty to the Constitution, 
membership in the Communist Party’ constitutes a prima facie ground 
for dismissal. In any particular instance, the period and circumstances 
of membership would be taken into consideration, and the decision 
made by the faculty and officers of the educational institution. 

The other view— which may be termed ‘‘libertarian” — rejects the 
doctrine of "guilt by association” as a violation of any enlightened 
sense of justice, as antithetical to the Anglo-American tradition that 
a man is innocent until proven guilty, as opposed to a judicial con- 
ception of evidence which requires relating a condemned act to 
specific performance by the individual accused. In fine, the libertarian 
position maintains that the only criterion by which the teacher should 
be judged is by his work and actual behavior. If he is competent, if 
there is no positive evidence that he has engaged in subversive activ- 
ities, then his right as a citizen or his right to teach should in no way 
be abridged. As long as the Communist Party is legal, teachers have 
a right to join it. To deny a sincere Communist opportunity to ex- 
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pound views held by millions of human beings is as wrong as to deny 
a sincere democrat the same right”® . 

Any attempt, this view would hold, to subject teachers to special 
tests or restraints not imposed on other citizens is pregnant wi e 
evils of totalitarianism. Justice Douglas reflected this fear in is sea 
ing attack on the Feinberg law. . . what happens in is w 
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Communist Party is innocent of hostility' to academic freedom^ Pro- 
fessor Lovejoy suggests, may be compared to one who would insist 
that the Nazi’s were innocent of anti-semitism. A member of the 
Communist Party is aiding and abetting “the most aggressive and 
formidable conspiracy against the freedom of the human mind. 3 
In the second place, it obliges every member when so ordered ^to 
participate in subversive activities, to resort, as Lenin instructed,^ to 
all sorts of strategems, manoeuvres, and illegal methods, to evasions 
and subterfuges. ... to take advantage of their positions, without 
exposing themselves, to give to their students to the best of their 
ability working class education.” Membership in the Communist 
Party', it is argued, is not only divergent belief; it is in essence a con- 
spiratorial act; it constitutes participation in a movement aimed at 
disrupting the present regime, its political as well as its economic 
foundations. Since every applicant for membership must sign a 
pledge to accept party' discipline, “it is not,” as Professor Lovejoy has 
put it, "a question of ‘guilt by association*; it is a question of guilt by 
voluntary’ cooperation." There is little likelihood that any teacher who 
remained a member of the Party after the Nazi-Soviet pact of August 
1939 should have been unaware of the conspiratorial purposes and 
the meretricious methods of the Communist Party’. Because of the 
violation of academic freedom and disloyalty' to the Constitution, 
membership in the Communist Party constitutes a prima facie ground 
for dismissal. In any particular instance, the period and circumstances 
of membership would be taken into consideration, and the decision 
made by' the faculty and officers of the educational institution. 

The other view— which may be termed ‘libertarian” — rejects the 
doctrine of "guilt by association” as a violation of any enlightened 
sense of justice, as antithetical to the Anglo-American tradition that 
a man is innocent until proven guilty’, as opposed to a judicial con- 
ception of evidence which requires relating a condemned act to 
specific performance by the individual accused. In fine, the libertarian 
position maintains that the only* criterion by which the teacher should 
be judged is by’ bis work and actual behavior. If he is competent, if 
there is no positive evidence that he has engaged in subversive activ- 
ities, then his right as a citizen or his right to teach should in no way 
be abridged. As long as the Communist Party is legal, teachers have 
a right to join it. "To deny a sincere Communist opportunity’ to ex- 
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pound views held by millions of human beings is as wrong as to deny 
a sincere democrat the same right.” 8 . 

Any attempt, this view would hold, to subject teacheis to special 
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anything that may be called a “market/’ The school’s obligation is 
to follow established principles and to uphold warranted knowledge as 
against the views commonly held in the market-place. The competi- 
tion is between scientific and critical beliefs, on the one hand, and 
popular emotional beliefs, on the other. 

A second, and related, weakness of the liberalist position in its ex- 
perimentalist as well as in its absolutist expositions is its one-sided 
emphasis on the school’s function as an agency of free inquiry to the 
detriment of its responsibility as an agency’ for the inculcation of basrc 
principles and the promotion of definite aims. Our schools must be 
committed to democracy' not merely in terms of process and inter- 
personal attitudes but in terms of adherence to a pattern of beliefs and 
to a system of institutions that have been defined for us, in major 
exemplifications— although not absolutely, completely, or unchange- 
ably— through a long historical experience. If this were kept in mind, 
it would not be necessary to engage in tortuous dialectical analysis to 
prove that members of the Communist Party— or, for that matter, 
convinced revolutionary Marxists not members of tbe party bnt 
merely fehow-travdlers— lack the qualifications to teach in public 
schools. 

An indispensable purpose of public education at tbe elementary 
and secondary levels is to teach good citizenship. This requires instill- 
ing faith in democracy, clarifying its meaning, appraising its achieve- 
ments critically both on the positive and negative side. To do this 
fairly requires a belief in democracy in the first place, and a loyalty 
to its basic principles and institutions. It is not necessary to go to 
the length of proving that Communism represents a conspirational 
movement; it would be sufficient as far as qualification for teaching in 
the elemental}- and secondary grades to show that communist belief 
negates democratic belief. Professor Hook’s admonition might be 
modified to read. Heresy, Yes! Disbelief, No!* 
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In the sphere of higher education, however, a number of factors 
warrant a different position. Teaching in colleges and universities is 
to a large extent open to public view— to criticism by colleagues and 
to challenge by mature students. There is little chance for subversive 
propaganda to be introduced surreptitiously. Higher education, as 
well as elementary and secondary, has the obligation of supP 0 n S c 
democratic consititution under which it exercises the pn\ eg es o 
academic freedom, and the function also of advancing e unn 
values implicit in the national life. But the wori of co eges an 
versities is not immediately directed toward, and certain yn 
fined to, the creation of good citizenship. Many o * P r ^ 
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Marxist sense or whose views differ from the majority on the matter 
of policy toward Communist powers. Communist plans for peace, 
and the like. 

A service has been rendered by those who have labored to make 
clear that membership in the Communist Party is not to be taken 
lightly as a variant form of political affiliation comparable to member- 
ship in the democratic and republican parties. But, unavoidably in 
the context of the prevailing state of public opinion, the contribution 
thus made to the cause of academic freedom is questionable. The 
distinction between membership in the Communist Part}' and Marxist 
opinions which the intellectuals emphasize is not appreciated by the 
public or, for that matter, by all college authorities. The line between 
merely presenting and actually propounding Marxist teachings is 
likewise thin. And the distinction between Marxism and other forms 
of socialism, and between socialism and the New Deal, is of little con- 
cern to a large section of the anti-Communist wing who cry a plague 
on all these houses. In total effect, the anti-Communist agitation has 
cast a shadow of suspicion on deviating thought in the socioeconomic 
field. 

Whether in a total summation there is less academic freedom than 
formerly is a complex question, particularly difficult to answer because 
there was so little genuine freedom of teaching before . 7 In some re- 
spects as in the religious area there is, no doubt, a greater latitude than 
a few generations ago. Big Business is less concerned than it was a 
generation ago about the economic theories of college professors. But 
against these advances we must reckon with the fact that the intrusion 
now comes from mass public opinion, from official state sources, from 
nationally organized efforts. Formerly, the intellectual world was 
united against encroachment; now the ranks of opposition have been 
broken. It cannot be denied that a damper has been placed on free 
discussion of political-economic questions which touch on socialism, 
communism, Marxism, and Russia. The situation described by Justice 
Douglas exists in a large area of the educational endeavor. 

The remarks on the merits of the contending liberal positions on 
the Communist issue are incidental to the main point: at the root of 
the conflict among liberals on educational policy lies a deep-seated 
presupposition that complete neutrality on controversial social issues 
is desirable. This policy is a source of much equivocation. An educa- 
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tional institution should have a basic position on fundamental issues 
and state what degiee of deviation it will pemut in the various areas. 
If it has a quota of admission for various racial and religious groups, 
this should be avowed and defended as best it may. If it is n0 | 
to permit "leftists” to teach, this should be made known. The n 
ist position which proclaims absolute freedom of thought is the more 
likely to decide that what was courageous heresy a few years ago is 
today treacherous conspiracy. There is an evil even worse an is 
that flows from the neutrality dogma— namely, the imp ca on 
there are no authoritative principles or standards of va ue. 
doctrine of complete freedom of thought undirected by P nn “P “* 1 J 
has misled a generation of youth into perplexity an ew" * 

Absolutist experiinentalisni must share with ntuahsl Iibtnta “ 
blame for the present confusion in educational theory. 
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ment,” that is, to permit state aid for denominational education pro- 
vided that equal support is given to all sects, cannot be dismissed 
out of hand. 8 

In the early days of the Republic it was assumed that religious in- 
struction was an indispensable part of education. Many of the state 
constitutions contain a clause favoring religion, and until the middle 
of the nineteenth century state support was frequently given to public 
educational bodies despite denominational affiliation. However, with 
the development of large urban centers and the increasing hetero- 
geneity of the population, the threat to national unit)’ inherent in 
religious education, necessarily denominational, became widely recog- 
nized by educators and statesmen. The growing secularism and reli- 
gious liberalism attendant on industrialization and on the advance of 
science contributed to the movement of eliminating religious elements 
from state supported schools* 

As the American public school system became established through- 
out the country’ in the last quarter of the nineteenth century it as- 
sumed a predominantly secularist pattern. Vestiges of religious teach- 
ing remained, eg., the recital of prayers, the singing of hymns, the 
public reading of the Bible, the celebration of Christinas and Easter 
as religious holidays. In some places, instruction in Christianity was 
retained, as part of the regular program, the wearing of religious garb 
by public school teachers permitted, and the rental of church-owned 
buildings for public school purposes not infrequently practiced. In 
principle, however, the doctrine of the complete separation of church 
and state in education was almost universally accepted: by the end of 
the nineteenth century all but two of the states had law’s or constitu- 
tional provisions prohibiting the teaching of religion in the public 
schools or .the support of religious schools by public funds or both. 

* l T gmnin 5 our cen tiiry, the present compromise arrangement 
with refncnce to the relation of the state to education -was widely ac- 
uni ren ^ ma l' sen< * children to qualified religious schools 
m ralhUment of the compulsory education laws; but apart from the 
indirect subsidy through exemption from taxation such schools may 
no recene state aid; moreover, no rdigious instruction may be given 
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and of religious instruction, these principles flowing from the doc- 
trine of the separation of church and state have been sustained in the 
state and federal courts. In 1925, in the Oregon rase, the United 
States Supreme Court confirmed the right of parents to send their 
children to private or parochial schools of their choice, at the same 
time asserting the right of the state to supervise such schools. Al- 
though challenged in the courts, Bible reading has been genera y 
permitted without comment when state law does not prohibit it an 
no clear preference for the New as against the Old Testamen is 
indicated. The Supreme Court of New Jersey, in defending the con- 
stitutionality of compulsory Bible reading, declared: e 1 

necessary that there be a separation between church an s a e, 1 
not necessary that the state should be stripped of religion sentmirat. 

Both state and federal courts have ruled that public funds may be 
used at the discretion of each state to provide 
textbooks and transportation to parochial schools an P ,p c 

on the same basis as to public schools. To suppo • 

“chUd benefit” theory was involed-thc 
ligation to serve the child should not be affected y 
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historical interpretation by the Supreme • ^ re j igion ; n any 
use of pu* funds for religion. 

F 7 n“'issue is presented by the 

pupils, usually for one hour a , we ^. lHona ] teachers, priest, minis- 
xeceive religious instruction by deno w hidi dealt with a re- 

ter, or rabbi. In the McCollum case (" 9 W rfigious i„ s tnKtion 
lease-time plan in Champaign, thc SB te Supreme Omrt 

s carried on in the public school bnMmg,lh c ^ ^ ^ p „ t . 


declared the practice unconsl 
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estants, Catholics, and Jew’s were given equal consideration. The 
Court, by a nine-to-one decision, ruled that the compulsory school 
law and the tax-supported facilities of the public school were being 
exploited to promote sectarian education and that the principle of 
separation of church and state forbade utilizing its public school 
system “to aid any or all religious faiths or sects in the dissemination 
of their doctrines and ideals.” This, the Court added, did not “mani- 
fest a governmental hostility to religion or religious teaching,” which 
was a valid function of the church and home. But the public school as 
the most powerful agency for promoting national unity had to beep 
itself “free from entanglement in the strife of sects.” 

The majority of the Supreme Court took a different stand in the 
Zoiach case in New York, where the release-time plan was instituted 
at the end of the school day and the instruction given off the school 
premises by each denomination in its own quarters. By a vote of six to 
three, the program was declared constitutional. Justice Douglas in 
delivering die majority opinion asserted: “We are a religious people 

whose institutions presuppose a Supreme Being When the state 

encourages religious instruction or cooperates with religious authorities 
by adjusting the schedules of public events to sectarian needs, it fol- 
lows the best of our traditions Government may not finance religi- 

ous groups nor undertake religious instruction or blend secular and 
sectarian education nor use secular institutions to force one or some 
religion on any persons. But we find no constitutional requirement 
which makes it necessary for government to be hostile to religion 
and to throw its weight against efforts to widen the effective scope 
of religious infiuence.” 

There was sharp retort on the part of the dissenting justices. 
Justice Black, writing the minority opinion, saw “no significant dif- 
ference between the invalid Illinois system and that of New York 
here sustained.” Both contained an element of coercion and incited 
sectarian distinctions. The assertion of the religious character of the 
American people implied a derogation of the nonreligious American, 
and the encouragement of cooperation with religious authorities rep- 
resented an abandonment of traditional state neutrality as between 
believers and unbelievers. Justice Frankfurter, who strongly supported 
the dissenting opinion, suggested “dismissed time” — i.e., allowing all 
the children to be let out of school an hour earlier — as an expedient of 
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avoiding discrimination between the religious and the nonreligious 
and eliminating the clement of coercion and sectarian divisiveness. 


The traditional conception of the relation of the state to religious 
education and the present legally sanctioned arrangements have the 
support of a large part of the community. Nevertheless, the situa on 
represents an anomaly. Religion has entered into the very a ric o 
American civilization and in many ways still plays an impo , n F 
in our culture. The majority of our people still associate at 
and spiritual values with religious sanctions and stfll a er 
form of theism or deism. A large and leading part of the na 
tain an association with church or synagogue as coimnmial tpaan 
of charity and good works and as means of ethiad .****« 
religious development. Whatever element of the rans ceptua i 

into common life comes largely tough the nrt and concqrM 
resources provided by the religious J*****®^, time of the child 
tile public school which preempts th ' ^ fte liberals 
musl exclude aU religions teaching and in d io 

interpretation refuse to cooperate with th g 1 
promoting religious education oubide Jfte sw of seri0 us 

From this contradiction in the situa b 0 f a clearly 

difficulties. The retention of religious dubious moral ran- 

denominational character contrary to t w j,j c h work against 

sequences. It nourishes covert sectarian a _ DU ] 3t ion with sub- 

American citizenship. In districts of 111 , engendered which 

stantial minorities, a sense of alienation 7 mQn community, 
militates against full-fledged mem P ^j, re ijgion, as far as 
The other extreme is an avoidance ottious ^ con _ 

this is possible, as if it were an objec 0 depredation of the 

centration on secular studies tends ^Jjous allegiances. It may 
attitudes and values represented ty , amounting to a mea ( 
result in a dualistic intellectual ^ filing into the realm 

schism. Science and history are concei acqUiesc ence of unen * 
truth, whereas to religion views on rdigion 3^ ul 

f3ith. The youth grow up with im . education suffers 
in Childhood. General as well « cannot develop it* 

duality of auspices, since the public scho 



2J2 THE IDEAL AND THE COMMUNITY 

on a consistent naturalist philosophy which the secular point of view 
implies. 

In recent years, the question of the relation of the public schools 
to religion has again been opened up. The principle of the separation 
of church and state in education is no longer contested in principle 
but considerable difference of opinion persists as to its meaning m 
application. There is still some support for the introduction of a 
common core of religious instruction or of a form of prayer that 
might be acceptable to all denominations. This position assumes that 
moral and spiritual values require religious sanction. The view, never- 
theless, meets with strong opposition from the religious as well as 
the secularist side. Religious groups oppose the common core and the 
general prayer as inadequate and as likely to suggest misleading con- 
notations not in harmony with the denominational doctrinal com- 
mitments. Secularists view it as a serious breach in the principle of 
religious liberty, as an attempt to impose theistic views on persons 
who base their ethics on naturalistic and humanist philosophies. The 
attempt to inculcate faith in God by school regulation might properly 
be condemned by religious as well as secular opinion as opposed to 
genuine spiritual development, as more likely to induce insincerity 
than to secure belief. 

The strongest opposition comes from those for whom “secularism” 
is a positive philosophy and not merely a negation of the traditional 
religious positions. According to this view the public school stands for 
an autonomous pattern of moral and spiritual values which, though 
rooted in Western religious and classical heritage, now represents a 
creative extension of its essential democratic doctrines of the dignity 
of the individual and the equality of all men. In the version ex- 
pounded by John L. Childs, secularism is associated with the ex- 
perimentalist conception of the morality of primary experience, 
continuous inquiry, and free communication. He believes that our 
secularist public school system is a genuine expression of the wishes 
of the American people, a response to the decline of sectarianism, 
supernaturalism, and of authoritarianism in morals as well as in doc- 
trinal beliefs. To give religion any place in the public schools would 
be an invitation to clericalism and lead to a lowering rather than to 
a raising of the spiritual quality of American culture . 11 

Dr. Vivian T. Thayer, who maintains similar views as to the 



INDOCTRINATION, ACADEMIC FREEDOM, AND RELIGION ’ 273 

positive significance of secularism, nevertheless regards it as compatible 
with diverse philosophic views and not of necessity bound to natural- 
ism. He defines secularism as "an effort to carve out areas of common 
agreement and common action between people whose interests over- 
lap and who disagree vigorously in matters they consider funda- 
mental.” 1 * He recognizes the need of a sense of security on the part 
of the child with reference to his own religious and cultural back- 
ground and the importance of encouraging an interest inther gious 
affiliations of his schoolmates. But Thayer as well as Ch s svo 
oppose any cooperation with the religious authorities, as m e ma 
of “release time.” ... 

American school administrators take a conciliatory posi • 
the secularists, they assert the significance of the pu “ ... 
promoters of moral and spiritual values which j 
democratic ideals— respect for personality, tolerance nwy « 

tion to freedom of thought, and insistence on re * ^ 

Standing firmly on the principle of the sepan inl0 ^ 

state, they oppose the introduction of religious >n sep3ra t e 

public schools in any form— either as a common ^ 

classes, for any denomination or for all d ™“' d ^ el me ,7 0 f the 
mze the importance of religious fcitb “ common moial and 
personality as a whole and m sustaining ^ j e ft to the 

spiritual rallies but maintain that such ins by eternising 

church and home. The public sdi°° altitude, by inducing re- 
care to avoid developing an anb-rehc diversity of religious 

spect for rebgion, and by prornotang 'o cran shonH male pro- 
belief. Their major suggestion is that p e j op an understand- 

vision for “factual study of religion so civilization and of 

ing of the role of religion in the i dev °P . Commission for- 
contemporary culture. As the ^ 3n adequ3 te 

mulates it: “That religious beliefs are co f* ]jc schoo is. 

reason for eriuding teaching about ■ Xied’ in the schools 
Economic and social questions are g d t0 j^ow the issues 
on the very sensible theory that s . nd judgments.’' 14 
being faced and to get practice m o ^ an advance from 

This positive attitude toward *L nce , or depreciation. In an 
previous tendencies of indifference, done by sympath 

atmosphere of free inquiry much could 
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teachers, themselves liberally educated, to further an understanding 
of the contribution of religion to Western thought and to convey an 
intimation of the possible significance of religious experience for 
personal development. But a truly objective treatment would require 
pointing up the negative as well as positive effects of religion, and it 
is doubtful whether such a critical analysis would be tolerated by 
those who are most insistent on the introduction of religious instruc- 
tion in the public schools. Controversial issues in religion are ob- 
viously not analogous to conflicts of opinion in economic matters; the 
latter do not claim the authority of revelation. At best, knowledge 
about religion is a contribution to a rounded cultural development; 
it is not religious education in the sense used by its sponsors. The ob- 
jective study of religion is as likely to lead to undermining the partic- 
ular faith of the home and denomination to which the student belongs 
as to support it. The proposal made by the Educational Policies Com- 
mission does not touch the heart of the matter— the need of a better 
correlation between the education of family and church, on the one 
hand, and that of the public school, on the other. 

To rely on the neutral public school for the major part of the 
child’s education, leaving it to family and church to provide for the 
religious phase, does not yield a solution of the fundamental difficulty. 
The present arrangements do not allow the religious agencies fair 
opportunity for organizing supplementary instruction after school 
hours. The “release time” program has some value as a gesture of co- 
operation, but one period a week is insignificant as a contribution to 
religious knowledge and character. The plan of “dismissed time” sug- 
gested by Justice Frankfurter is better than released time, but it still 
leaves unresolved the problem of the conflict in basic philosophic 
orientation as between the public school and the church school. A 
consistent application of the secularist presuppositions implicit in 
much of the public school program involves a denial of the super- 
natural and thcistic outlook. Before a genuine partnership between 
the two auspices can be achieved, they must come closer to each other 
in intellectual assumptions. This means that religion must, in its 
metaphysical foundations, move in the direction of a humanistic 
position; and that the public schools adopt a broader view of the 
nature of culture than implied in the usual scientiffc and secularist 
approach. Any genuine solution is difficult because the dualism be- 
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tween the religionist and the humanist philosophies represents a 
genuine conflict in Western civilization with deep historical roots. 

As things stand, our public schools fall between two stools. They 
cannot develop their own programs on the thoroughly naturalistic 
basis congenial to their secularism. On the other hand, the major bo y 
of American educators look with disfavor on the parochial schoo an 
on the private school founded on definite systems of belie . e si 
ation warrants a modification of the dominant view whic regar 
public school as the genuine American school and accor ° 
types only a none-too-friendly toleration. It is essential tha P 
school remain strong and that it retain its position as e ‘ | ^ 

Since it is a state-maintained institution, there is h e S 
will lose its predominant place. But it should mot .have a ™no£tyon 
education. It is desirable that the public school move f a ;th- 
ently in the direction of a positive philosophy an ^ con . 

fully the needs of families whose moral and spin p ut ; n 

sciously rooted in humanistic and naturalistic pr pp to private 
the measure that it does so, educators must *0 
schools the moral right to base their curricula . 

social and ethical beliefs-religious as well as a ^ road ' framWO rk of 
Encouragement of minority schools wi thought. The experi- 
essentials is in the interest of a true freedom g w hieh includes 

ence of England indicates that a plum chools is compatible 
denominational as well as non-denomma 3tj * ona i unity. Today, 
With the advance of liberal thought an wi j rom mas $ opinion, 
when the encroachments come from t e s a protection for free- 
private and reb'gious institutions may 0 _ than government 

dom of thought in political and economi q 

maintained schools subject to local P res ? ’ . ot the central issue 
The rn nfl.Vf religion and science » . nrob Iems. In 


:ained schools subject to iw-.. f* . not t he central 

The conflict between religion and 0 f SO cral problems. In 

of our day. The battle has shifted to , international organ- 

the issues of racial equality, economic wd&i* * seculaiis t have* 
ization, the social-minded religionist a n ^ individual, a unifi 

common nlatform. From the point 0 , fully integra 


ization, the social-minded religionist ^ individual, a uni “ 

common platform. From the point 0 f or the fully integra 

xeligious-intellectual-social outlook is M major problem* 

personality. From the national point . _ 0 i;tical-economic P nn ^P j 
achieve a broad working unity a basis of educational 

To stress the importance of such a Sboot 
policy has been the main purpose 
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CONCLUSION: THE COMMUNITY 
AND THE IDEAL 


In Tins final chapter we may summarize the mam lme of 
thought and point up a number of applications to curren 
school policy. 

The Community and ttie Ideal 

Education is at all times concerned with 1 deratiorTof the 

its ends cannot be defined apart from a tact co n dembo^ot w 
character of the society into which the indiw oses 0 [ educa- 

proach stands at variance with ft'. e ? 0 fl B a priori con- 
tion can be derived from metaphysics in , t0 t he contrary 

ccption of the nature of being. ft is equa y in biological 

position that tlie aims of education are ^ o[ ” evolution. Some 
process, in the natural history of man P . ^ background of 
idea of man's relation to the cosmic orferW ^ 

every educational philosophy, and objectives of education. But 
tion in the analysis of the methods and obgves ^ ^ ^ ^ 
neither the former view of the na u ^ ^ ro3 y tenn the sub- 

may call the supernatural, or he » ^ ucat i on3 i policy. Only a 
huian, can be taken as the c 0 f civilirat on an 

study of the history of man as cr an j p l0V ide us with the edu- 

give us a clue to man’s distmc tv a progressive fulfilmen o 

cational principles needed 10 an( j thus achieve self-rcahza • 

man’s deepest and highes P U |F aJ 1 0 f SO cial philosophy. * ' 

Philosophy of education ^^/complementary polcsof 
it revolves around two oppo ^ a!gna t e the one as "ethics. 

In classical parlance, > o { ^ prC sent discussion, ic^ 

as “politics." In the co “the community, 

be termed "the idol," the «tcr.^ 
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niscent of the Platonist Idea of the Good— a unity of truth with a 
rational good that includes beauty. It points to a way of life consonant 
with man’s highest nature, to a pattern of enduring universal values. 
The second refers to the Aristotelian proposition that man is a polit- 
ical animal, or chic creature. It draws attention to the fact that 
men naturally live in societies. A corollary is: men live not in society 
in general, but in definite communities, under specific types of govern- 
ment, institutional structures, and economic systems. 

These two concepts— ideal and community— are distinct but not 
disparate. The ethical life can be lived only within a society and the 
communal life is impossible without a communion of ideas and values. 
In all societies— except the primitive perhaps— there is a distance be- 
tween the ideally conceived way of life and the existing social order. 
In some instances the gap is so great that the idea of the good can be 
pursued only outside the political frame— in the monastery or in the 
Epicurean garden, in the ivory tower of contemplative philosophy or 
in the mystical communion with a transcendent reality. In the fav- 
orable situation— as in the democratic society— the opposition be- 
tween the actual and the ideal creates a tension which impels toward 
the ever-greater embodiment of the ideal in the life of the individual 
and of the nation. 

Every philosophy hue to its Athenian origin will endeavor to see 
the individual in relation to his community and will strive for a har- 
mony between the actual and the ideal. When something of the 
rational and ethical ardor that moved Plato invests a philosophy, the 
reconciliation it achieves will never be reduced to a practical and static 
compromise. It will direct the existing social order toward the ideally 
conceived republic. Chastened by historical experience, the social 
philosopher of today will not conceive the ideal in terms of utopian 
perfection. Impressed with the consciousness of the dimension of 
time, he will see it in continuity with history, emerging out of the 
existent. 


Neither Absolutism Nor Experimentausm 
In its affirmation of the need of directing education by ideas, by 
universal principles and ends, the position here advanced is in accord 
with the perennialist outlook. In total conception, however, the edu- 
cational philosophy expounded runs counter to the absolutist meta- 
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physical premise which usually is brought in to support the concept 
of enduring values, namely, the assumption that the ground of uni- 
versal ethical principles lies in a cosmic sphere outside the realm of 
human experience. The presupposition that man is essentially a social 
being implies a humanist interpretation. Education, it is maintained, 
must be based on ideas and beliefs, but ideas and beliefs must be war- 
ranted by human experience. Ideals transcend the cxpcnencc o m 
dividuals and of particular societies, but they have no source or sane 
tion except in the experience and visions of men living *° 
communities. Although the concepts of justice and law, o 
and equality, of individuality and fraternity represent cndnnng wlu^ 
what these general ideas signify is inconceivable cxcep 
social life and the content of their meaning vanes with difiercn 
cieties and at different periods. , . ^ ftt ,fiook 

The educational philosophy proposed is in su 5 n . j proc . 
closer to the Deweyan view, which regards educa P 

css and affirms democracy as its basis. But issue 
physics of continuous change with which the «} P ^ (0 3n 
become associated. The doctnne of the r 0 ? nt f a tion of con- 
underestimation of institutional stability a croCTimcntalism, 
tinuity and progress. In the usual V clear 

confusing the definite idea with the fixed ft in . 

expression of fhe nrincfolcs and objectives o ^ forth the 

duces £ 


expression of the principles and objectives or ' ««* B forth the 


criteria of acceptance. It praises the cooperate 

discriminating between the purposes conception of co- 

and for which wc should refuse to w°Pf ^ a rc3 listic consider* 
operation as interaction among mdm inipma total relations are 
tion of the sociological mold in £ ort j, dear aims and to 
earned on. As a result of its ncglect^^ becomes wg cc ’ 

describe structure, the definition 0 an indeciuyc temper- 

In an era that requires decisiveness, i cjpcrimcntali 51 inteepec * 
Despite its earnest social 

tion of experience retains an on openenor- * • 

tlie principle that education nutf individ^r-introd 

is always the actual life-cspenence , , 0 , ogic ,i C r a nonn ^V J j* 
element of ambiguity. Is this a * nroncrly and advantii, 

Ciplc? That individual experience can ptoperi) 
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used in the teaching procedures none wall deny. That in some sense 
education represents a reconstruction of individual experience may 
perhaps, as a description of psychological process, be defended. But 
obviously enough, education's purpose is to substitute communally 
validated experience for the limited and inadequate experience of the 
individual. If the word “based” is to be used with any degree of ac- 
curacy, then we must say that education must be based not on indi- 
vidual experience but on accumulated and criticized social experience, 
on ascertained knowledge, and on warranted beliefs. Likewise the 
concept of critical intelligence as “thinking for oneself’ is question- 
able. Critical thinking depends on full and accurate knowledge, on 
making proper assumptions, on following logical principles. The ex- 
perimentalist conception of intelligence is too broad to be of real use 
in concrete cases. The method of effective thinking varies with the 
subject matter and with the area of activity. 

Another element in the Dewey an philosophy which prevents a 
consistent application of the social principle is the overevaluation of 
the biological component in cultural formation. The experimentalist 
draws false inferences from the Darwinian evolutionary hypothesis. 
The demonstration of the descent of man from the lower species 
might be regarded as a confirmation of the traditional insight that 
man has an animal side to contend with, that the instinctual elements 
m the soul are in potential conflict with the rational tendencies. In 
exalting the life process” as such, the naturalist view has tended to 
make the biological drives not only sources of vital energy nourishing 
the creative human achievements but guiding principles paramount 
m normative significance with the ideal ends of social life. Experi- 
mentalism overemphasizes the function of mind in its instrumentalist 
aspect as a means of survival and adaptation. It underrates indirectly 
e part that mind in its imaginative aspect plays in creating man's 
universe of art and literature, of religion and of philosophy. The 
Deweyan endeavor to achieve a biosocial synthesis turns out to be a 
tour deforce which misses the main issue-the conflict between the 
natural-biological and the moral-cultural. 

Man as Cuudui, Historical, Communal 
Erpcrimentalism moved in the direction of an emphasis on the 
cultural; m his later writings Dewey referred to his view as "cultural 
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naturalism.” But it never crossed the bridge into the new territory. Its 
stress on naturalism with its Darwinian undertow represented in part 
an attack against supematuralism with its connotation of an extra- 
mundane source of authority. It was this preoccupation with opposi- 
tion to traditional religious conceptions and forms which diverted the 
experimentalist from a consistent following of the positive and social 
emphasis. The true antithesis to supematuralism, it is suggested, is 
not naturalism but humanism. An unqualified cultural humanism is 
proposed as a substitute for the ambiguous cultural naturalism of the 
experimentalist. , 

Man is a creature of culture and not of nature. What man s ong- 
inal nature is can never be divined from a study of his biological con- 
stitution or from an inquiry' into man’s origin in the distant pas 0 
evolutionary development. Man’s nature can be inferred only in- 
directly from a study of his achievements in civilized society. Mans 
unique character is revealed in two dimensions: throug * 1 * 

tutions he has developed to fufil his biological needs in 
human ways; and in his aspirations for beauty, for ru , 
goodness, as expressed in literature and science; m musi 

career of rrran in time. It is necessary to add that history is nrtonly 


as a creature ot culture, man » , -n. the 

achieve full stature as men, we need to identify on ] y 

career of man in time. It is necessary to add a recovery of 

a recollection of events that are past and Jonft md 

the prophets’ vision of man s future destr y. Ml. 

historical, a third term, namely tog. Men live in 

bodied meaning to the concept o mn a jm plies "belong- 

communities— not merely in societies. mmmon destiny and 

ing” as well as associating; it involves a sens common mate- 

imposes an obligation of ioyally. Cmrraram^ o[ Common ideas and 
rial interests and at the same time a 

aspirations. . . , .i, e family, the church. 

The pivotal communities in our soci ty f{rri3 i interests and 

and the nation. Each represents a compoun The ]oy3 lries 

ideal concerns, each supplements an c become narrow 

which each community inspires 3n w hicb it is their intent to 
and fanatical negating the humane common human nature 

embody. But if the purpose of drawin 0 
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is not to evaporate into an empty intellectual abstraction and if the 
initiation into the great society of mankind is to be more than a senti- 
mental hope, the individual must become involved in a plurality of 
communal loyalties. It is through identification with the communities 
of family, church, and nation, not through transcending them, that 
one becomes part of the historical and international world ordeT. 

The self cannot develop morally or spiritually in separation from 
the responsibilities and opportunities of community life. Neither the 
concept of self-realization through interpersonal relations nor the idea 
of self-transcendence through the identification with cosmic forces 
provides a basis for educational development* Two roads are open to 
the growth and humanization of the self — one is through participation 
in the life of organized society, the other is through self-identification 
with the pattern of ideas correlated with the social organization. Both 
ways are indispensable. Through the struggle of the self to reconcile 
its several communal loyalties, and through the conflict between con- 
cern for the survival of the communities to which the individual be- 
longs and commitment to their cultural, ethical and spiritual values, 
the individual achieves self-realization. 

The self retains a consciousness of uniqueness never perhaps iden- 
tifying itself completely with any single historical or social order. A 
residue of alienation may remain and the need of communion with 
the Source of Being may persist. The sense of unity with a transcend- 
ent reality may accompany' our activities as with a sustaining obligato. 
But when, in the endeavor to attain spiritual perfection, the self be- 
comes separated from the community, it must in the end fall back 
into the pit of self-annihilation, as in the meditative ecstasy of the 


¥ 5 h minded . The Human Career (Harper & Brothers, 1955)* 
Robert UliA presents * a philosophy of self-transcendence.” He recognizes man’s 
responsibility to himself and to his society. But he males the identification of the 
sdt with a*™? forces the cornerstone of his educational fundamentals. Un- 
ngly, he shifts attention away from consideration of economic and political 
Pkco m the focus of attention “common participation in the world 

1 fke tick of a metaphysical orientation may 

tW? , materially informed and busy society.” But it would seem 

. ... -.(* daD?Cr ^r at J . the , rt ^ ica l impulse, divorced from central con- 

Sj?* * flI 1x1 m the stream of the transcendental con- 

jaomnessand femntno more than a self-indulgent moral tranquillizer with no 
genuine potency for advancing the life of the individual or of society. 
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Ever)’ definition of education— transmission of the social heritage, 
education as social adjustment, or as personal growth, moral develop- 
ment, intellectual discipline— remains formal and empty of content 
unless the definition is related to a definite society, marked by a 
definite political system and economic order. 

The American Nation and the Universal Democratic Ideal 
Applying the foregoing assumptions to the problem of education in 
the United States means relating the philosophy and the content of 
school work to the national life. Only as we view the task of education 
in terms of the practical and cultural, the social and spiritual needs of 
children and youth as potential members of American society in its 
various institutional and communal manifestations, is it possible to 
formulate the aims, the content, and the methods of education with 
any degree of clarity or definiteness. Only as we do so can we nurture 
the necessary moral commitments as well as develop the relevant 
knowledge, inspire loyalties as well as enlarge the outlook. 

To make the nation the core of consideration implies neither a 
narrow patriotism nor a policy of isolation. America represents for its 
citizens an inclusive community of economic, political, and cultural 
interests which transcend the limitations of region, race, and denom- 
ination. Through the American heritage of history and literature, we 
become linked with the course of European thought and Western 
civilization. Through America’s involvement in international affairs 
we are made part of the emerging world order. It is a function of edu- 
cation to promote a concern for the national security and well-being 
and to nourish a respect for its institutions and traditions. At the same 
ume, it is imperative to guard against abetting any inclination toward 
chauvinism or sanctioning blind worship of the past. Education has a 
positive task to develop an understanding of how deeply-rooted Amer- 
ican spiritual values are in the history of Western civilization and 
how closely bound is our destiny with that of the rest of the world. 

' u “ l ! 0n f° r American life entails the affirmation of democracy as 
e unifying and directing principle. Democracy, as a social philos- 
. presents the contemporary embodiment of the Western eth- 
lca an po ltical tradition. Its twofold theme of the unique value of 
m,r^f S °- n - 3n ^° i^ C unity of the human race may be traced to 
i ica origins. Its high appreciation of the scientific attitude of in- 
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quiry is the modem version of the Hellenic devotion to the pursuit of 
truth through reason. Its conception of law as based on universal prin- 
ciples amenable in application to the will of the people in public 
assembly is likewise an outgrowth of classical conceptions. The dem- 
ocratic constitution represents the accumulated political wisdom of 
the ages. It is founded on the principle of inalienable human rig ts 
and it provides for the application of these principles to changing 
conditions of life and thought. It places responsibility for decisions m 
the hands of the majority, protects the minority in its e emen ty 
rights and in its place in government, and gives a basis for suppor 
family and church communities. American democracy recogniz 
importance of education for the maintenance of the cons 1 “ 
the state, but allows the school a measure of autonomy , 1 1 P 
the right of parents to bring up their children in armony 
spiritual beliefs. . rtitcllin;h , 0 t the 

To instill faith in these principles is a 
school. In no smaller degree, is it the school s du y 1 as we jj as 
ing achievement to critical analysis-to point 0 j nV olved 

successes and to lead to an understanding of the problems 
in a better embodiment of democratic pnncip « ■ tic idea since 

. As we view the course of development 0 DecIaration 0 f Inde- 
its formulation in the opening paragraphs confidence that 

pendencc and in the Constitution we ma J r , th humane con- 

progress has been made in the impleraen ^ ncw era with 

ceptions of these historic documents. But ^ the 

its demand for equality, freedom, and we principles of 

gap between promise and fulfilment looms re | a ^ ons . discrimina- 
equality have been flagrantly violated m ra against 

Hon against religious minorities, tnoug g American life in 
colored peoples, remains a charactens c have been mad^ 

many sections of the country. Whatever ^ nee d of survival 

have been forced by the pressure of ] equ ality of com 

rather than by regard for the princip e scene is still marred 

dition” as basic for true democracy. f or financial s ucc 

by class inequality and by a . c 01 "P“ 1 ”" L t of measures 
as a prerequisite for social position. P 3 nd media & 

to strengthen international comity to to j e rship s'*"* * 

comporting ill with the role of democratic 
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course of history has assigned to us. As a result of compromise, expe- 
diency, and indecision, the influence of the idea of democracy as a 
moral force in the world has seriously weakened. 

It is imperative in this age to go beyond the liberalism of the nine- 
teen twenties which in the words of James Harvey Robinson, one of 
its outstanding exponents, had “no reforms to Tecommend, except the 
liberation of intelligence.”* The following broad principles must be 
made directives: 

1. Affirmation of the principles of the Constitution — subject to 
interpretation by the courts and to legislative enactments — as the 
framework of government. 

2. Renewal of emphasis on the Bill of Rights, particularly on free- 
dom of political and economic discussion in the public forum and in 
the academic hall. 

3. Commitment to the unqualified application of the principle of 
equality for all races and nations in law, politics, economics, educa- 
tion, and social relations, at home and abroad. 

4- Promotion of a w-elfare economy through extension of social 
security, public housing, health services, and educational facilities, 
and redirection of the free-enterprise system under government leader- 
ship toward an ever more satisfactory realization of equality of oppor- 
tunity and of condition. 

5. Support of the United Nations and of the Universal Declaration 
of Human Rights and encouragement of all other regional and in- 
ternational agencies devoted to the advancement of a world eco- 
nomic order, the maintenance of international law, and the strength- 
ening of collective security. 

Taken together, these principles represent a pattern of values and 
imply a program of action. They are not, of course, to be inculcated 
as abstract doctrines or interpreted in utopian terms. What each prin- 
ciple means in application is to be determined empirically with full 
consideration of technical advice; the strategy of implementation must 
have a regard for national public opinion. The school cannot of itself 
build a new social order. But there are already forces in the commu- 
trends of thought and political activities-— working toward a 


I»Iorton C. White, Social Thought in America, (p. 194) in tbc 
r^_f ter Twenties” in which he subjects to spirited analysis the views of 
Dewey, Veblcn. and Jnstice Holmes. 
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more consistent embodiment of the democratic promise. Cooperating 
with the liberal movements in the community— cultivating competent 
knowledge related to democratic purposes, upholding the national 
welfare against partisan and regional interests, relating the nafaona 
good to international perspective— the school ran aid greatly in trans- 
forming the climate of opinion and advancing the realization 0 
avowed ideals. If, on the other hand, it remains beating about Uie burn 
in evasive neutralism, it becomes a negative force compoun ng 
confusion and the disillusionment of the age. 


Liberal Education for Democracy 

In the elementary and secondary fields, there is a growing 
tion that education as preparation for citizenship 3n j 

from concern with contemporary political an cconc > 
that the acceptance of democracy as an unto ? 'S P ... . C( j UC3 . 
the direction of education toward definite socia • 
tion lags behind, still guided largely by *nd.wdualistic pur^s« ^ 
the one hand by the vocational aim of professi f culture 

other hand by the idea of liberal education as r the ^ 
in the pure. The former at least provides us education, 

physicians, engineers, and scientists m many {0 produce 

as conceived by some of its ardent advocates, «ralculatcd P 
a caste of Brahmins indifferent to swulweuare .^ . $ a far cr) . 

The modem humanistic view of a 1 w j, ere it had its be- 

from its original classic conception, n glanced development 

ginnings, education was conceived in term conceived as the 

of body and mind, the development 0 aes thetic, and moral as- 
harmonious cultivation of the inte ec > j^ividtulistic one 
pccts of personality. The “ nc fP“" ''’L ^olitical life The coneep 1 
its ethical ideal was alssrays re ^ 3te ^ _ and Quintilian mean 
of liberal education as propounded y . Vacation mthout put 
broad education not in the °. “ 6 .. s 3 man of poN* 3 
pose, but a broad education of the conception of lihenl 

Despite its mainly practical aim, educated class to 

education emphastod the of the 

cetned with the welfare of the stafe h gd the 
when the idea of a liberal educe i education for lfis ;n - 
the gentleman” was not conceav 
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the all-round education of the man of affairs. 

Liberal education today has largely lost its earlier central reference 
to social life and politics. As expounded by typical representatives, its 
interests are literary and humanistic rather than socially humane. It 
reflects an upper class orientation toward life which characterizes an 
interest in social betterment as “damp humanitarianism .” 3 It is not 
friendly to democracy as a social philosophy. Its conservatism ex- 
presses itself in the doctrine of noninvolvement in controversial issues. 
Its emphasis on abstract intellectual discipline too easily becomes a 
means of drawing thought away from its application to current affairs. 

The traditional purpose of liberal education to secure for the in- 
dividual and for the community a high level of cultural life remains 
indispensable in educational philosophy. Liberal education is properly 
conceived as a balanced program of studies in the humanities, the 
natural sciences, and the social studies. The distinction between edu- 
cation and professional training, the emphasis on basic principles as 
against factual instruction, the insistence on recourse to classics— these 
and similar principles urged by the proponents of liberal education are 
welcome. But these invaluable elements in the program of liberal 
education are bowdlerized when it is divorced from concern with 
present-day economic and political problems. Liberal education im- 
plies a pursuit of knowledge and truth in the spirit of objective under- 
standing and aesthetic appreciation. But it entails more than passive 
absorption; it means grasping the significance of the great ideas in 
science, in philosophy, and in religion for the enhancement of the 
quality of life. It means building ideas firmly into character so that 
they become directives for the guidance of personal life and for the 
improvement of the life of society. 

Liberal education misses its goal if it fails to make central the 
ethical-political theme of Western civilization. As Professor E. L« 
Woodward rightly says: "The Western tradition so strong and yet so 
intangible, so full of paradoxes, as one might say, so given to heresy — 
this Western tradition has one constant feature about it; it is con- 
cerned above all with men and society. Western thought in its main 
lines. ^ development is neither defeatist nor quietist in regard to 
i a \ 4 ^ ,C ® rCa * European thinkers — Plato, Aristotle and Aquinas, 
Locke, Mill and Rousseau— have been studied to little purpose, if 
this central point has not been grasped. 
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Three aspects of study are particularly significant for an education 
that will be liberal in the broad political and humanist sense. One is 
the history of political theory, the philosophy and practice of govern- 
ment The second is the study of the growth of Western law from its 
origin in classic times and in its development through American con- 
stitutional law. It is in law that we find embodied ethical conceptions 
as they arise out of, and are refracted by, economic interests and polit- 
ical organization. The third is education which endeavors to realize 
the envisioned ethical ideal ever more fully in the lives 0 persons an 
of societies. A course in the history and problems of education vrewed 
in the light of philosophical conceptions and cultura ore 

broad foundation for an integrated liberal program 0 stu Jes- 

Liberal education, it should be clear, is not concerned 
vation of the past as such but with the enndiraen 0 
and the advance toward the future. As Whit » ^ j, ^ 

present is all there is. It is holy ground; for it a : tb P ^ ntcmp(iraI y 
future."’ A liberal education will include a ? the current social 
literature, of present-day religious tendencies and of he currents rf 
philosophies including communism and m ■ ^ y BS of 

conternporary affairs, there will be, as anlJ detached de- 

earlier periods, an element of will not be M- 

senption. But the requirement of a libera men] educa- 

filled by an ethical 3 nd political neutra >s . ^ degree to which 

tion there is implicit a standard of ju gm , growing demo- 

any system of Mas advances the spmtual ms.ghts F" 
cratic ideal of Western civilization. 

RrroMWTATKW m Teaouk Emrc "“ * ho werer hum- 

The teacher whatever his individual 3 ‘ ta, ”““ n , cn ltural tradition 
ble his position formerly represented m P associated wi 

and a community purpose. When eta*®^ „ a h „ prevm- 

religiou, the teacher, whatever ha p taught, stood as the sym 

cial the attitudes of the region m which hUugn^ ^ had amnn- 

of universal enduring values. As log . e embodied a rCS P^ 
portant place in the curriculum the peW u himself ta* 
for scholarship, however deficient » « in fte ideal at least 
been. Traditionally, the image of the team 
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called to mind the highest moral and cultural aims of the civilization 
of which he was a part. 

Under the pressure of modem forces— the growing complexity of 
knowledge, the decline of the classical-religious pattern, the develop- 
ment of mass education at the high school as well as at the elementary 
level— the figure of the teacher has changed. At the college level, he is 
likely to be a specialist appreciated for his contributions to research 
rather than for his breadth of cultural background. He tends to be 
isolated not only from teachers in other departments but also, not 
seldom, from the religious and civic activities of the community. At 
the elementary levels, the teacher is valued as a skillful pedagogue and 
guardian in loco parentis. The conception of the high school teacher 
is, at present, confused, a blur between specialist in a branch of 
subject-matter and of expert in guidance counselling. 

Professional training has had an enormous influence for good in the 
improvement of teaching at the elementary and, in some aspects, at 
the junior high school, levels. Academic critics of the concentration 
on psychology and pedagogy in schools for the training of teachers 
frequently exhibit a lack of understanding of the extraordinarily dif- 
ficult problems involved in the great democratic endeavor to educate 
all tiie people, of different cultural backgrounds, for the variety of 
vocations in life. Too often, also, they reveal not only a lack of sym- 
pathy with the burdens of the teacher but also an absence of concern 
with the needs and difficulties of the main body of children and youth 
who attend our public schools. But it is not to be denied that some- 
thing essential has been lost in the contemporary concepts of the 
teacher as pedagogue and custodian to the neglect of his character as 
a representative of a cultural tradition and as an agent of a commu- 
nity ideal. 

Under the influence of the psychological guidance trend and of the 
progressivist emphasis on present-day living, the history of education 
has been eliminated in many institutions from the requirements for 
the certification of teachers. In many teacher-training courses, for- 
merly, the history of education was the main— sometimes the only- 
subject which gave opportunity for the discussion of fundamental cdu- 
rational ideas in the light of philosophic principles and social forces. 
The study of the history of education gave a sense of the continuity 
of Western thought; it liberated from indoctrination in onc-sidcd 
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views of current educational cultists. Nor has the elimination of the 
history of education been compensated by the introduction of courses 
in contemporary educational thought The study of ideas is sacrificed 
to the study of method. 

The program of teacher-training requires reorientation to restore 
the image of the teacher as a bearer of the cultural heritage and a 
representative of the moral aims of the community. Pro cssion 
ing in pedagogy and psychology is necessary-desirable for thctxU& 
instructor as svdl as indispensable for the earlier sbge of batons- 
But professional training should not be at the ,, c 

education of the teacher as cuWrated person. 
training of the teacher should have as basis a S cnc ™ > lltrnan ities tlie 
—a reformed liberal education which will embrace . {0 ’ t j, c 

general principles of natural science, and give ® t j iat the 

study of contemporary social issues. 11 “?P ! constitutional law 
social studies-to include economics, poh of aca{ ]cmic ncutral- 

— are to be carried on not in the i Olympian i sp J isp; j SS ionate, spirit 

ity and unconcern but in the humane, S * • its best has 
that has characterized Western 

aimed for a reconciliation of the ethics 1 fn t [^ pcn pcdi ve of 

The teacher should be led to see h P co-wother 

istoiy as a carrier of enduring values-mo^as an 

with the 

deavor to — — --- 

in the life of the individual, 
munity. 


ihe teacher should oe icu fln active co-won 

history as a carrier of enduring wines in t hc age-long cn- 

»he religious leader and noth to | ^nation of the ideal, 
to bring about an ever of the wild com- 

life nf the ndividual, of the nanon. 
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